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ABSTRACT 
Students who enter public schools in the United States in the latter part of their academic 
career may lack the English language proficiency or capital necessary to successfully participate 
in mainstream content courses. Students such as these, known as late arrivals, face even greater 
difficulties when they enter academic institutions that or not equipped to provide language 
supports that ensure students can access content. Arriving at a later age and grade level, places 
additional pressure on educators and students to enter mainstream language classrooms. With 
little control or access to be active participants in the new academic settings, these students often 
disengage from academic activities and the academic community as a whole.  Students lack the 
knowledge of how their cultural wealth can be converted into academic capital, leading to low 
engagement and achievement. This project intends to address the problem of academic 
engagement of emergent bilingual students in secondary schools by providing teachers with 
curriculum that can be used to teach emergent bilingual students how their existing knowledge of 
language can be leveraged to access content in a new language. Therefore, this project intends to 
develop students sense of self-control through empowering them with tools to participate in the 
learning process even when English language support is limited.  
The project takes the form of lessons to be delivered as a unit of instruction for students 
who are transitioning from sheltered English Language Development (ELD) classes into more 
mainstream classes. These lessons include detailed activities for teachers to help students 
identify the type of knowledge and cultural wealth they already possess and explicit ways 
students can use it to acquire content in mainstream language classes. The activities within the 
lessons also give students the opportunity to develop discussion norms and to practice producing 
written work similar to those expected in a mainstream content course. Through empowering 
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students with tools to participate in the academic setting, this project will develop students’ sense 
of self-control because they become more invested in their academic coursework when they 
recognize that they can impact the outcome of their academic achievement. 
1 
CHAPTER I 
INTRODUCTION 
Statement of the Problem 
 Language is often used by individuals to assert their own identity or used by others to 
identify an individual as a part of their group or community as well. As a result, one's choice of 
language or language variety can be a means of building community or defining oneself as the 
“other” (Anzaldua, 2007; Wardhaugh, 2006).   Given the multilingual classrooms and schooling 
institutions that describe educational settings in the United States, languages as a reflection of 
identities are continuously negotiated, amongst and between peers.  Consequently, students enter 
schools without the linguistic knowledge to negotiate peer relationships because they enter 
classrooms where the mainstream language is different than their own. In turn, these students 
feel like they lack the status or skills to participate as a citizens of the classroom community 
which has an impact on their overall engagement in the academic community (Suárez-Orozco et 
al., 2010).  Not only does their level of English proficiency impact their ability to interact with 
other community members, but it also impacts the feelings of “connectedness” they have with 
others and with everyday activities in their academic classes (Suárez-Orozco et al., 2010).  The 
inequity in access to participate as active contributors in the learning process can also lead them 
to feel a lack of control over their academic trajectory. A lack of sense of control has the 
potential to also lead them to disengage from the academic activities, and the academic 
community as a whole.  In situations where students cannot see avenues to control their 
relationships, build connections with peers or adults, or to control academic outcomes, then it 
becomes an impossible feat to feel fully engaged or invested (Kim and Suarez-Orozco, 2015).  
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I have been a secondary school teacher for the past 7 years, and have seen the 
disengagement that happens in courses when students feel like they do not have the language 
skills necessary to communicate in a way that they can be understood by others, or when they 
lack the language knowledge to fully understand tasks assigned.  Further, I have seen this 
problem exacerbated in classrooms where students also struggle to communicate with teachers as 
well. This sets up a situation where students, who are limited in their English proficiency, begin 
to see a lack of support to be successful. In my experience, students can begin to disengage from 
the learning that happens if they feel like they cannot fully participate, or if participating feels 
like a challenge that they do not have tools to undertake.  Beyond specialized language 
development classes, in mainstream content classes, teachers may lack the preparation to support 
students’ language development. Teachers may also be unequipped with tools to help students 
access the content, and overcome the language barriers that can present themselves when 
students are trying to access content delivered in a language they may not feel proficient in. In 
these types of settings, students are forced to struggle with new content, and a new language, 
forcing them to encounter even more struggles than students who may already be proficient in 
the mainstream language of instruction. I have seen students at various sectors of the language 
acquisition spectrum become frustrated, and overwhelmed with academic tasks when the task 
feels beyond the scope of their linguistic abilities to fully understand or produce what is be 
prompted from them.  Students without support, or without tools to navigate this setting will 
struggle to achieve academically, and disengagement will arise (Suárez-Orozco et al., 2010).  
However, if students have tools to undertake the challenge, they may be more willing to actively 
participate in struggling through tasks because they will feel like they at minimum know what 
steps to take to try to make sense of the difficult content despite the language barriers. Feeling 
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prepared to make sense of the new content, especially when it is in a language they may feel less 
proficient in, can be enough for them to take part in the learning task, and engage as participants 
in the learning community as a whole. Alternatively, without the knowledge or recognition of the 
skills they already possess from their existing linguistic repertoire, emergent bilinguals struggle 
to fully engage as participants of the school and classroom community because they may not be 
aware of how this knowledge can help them when encountering work in a different language. 
To summarize the primary problem addressed by this project, for a multitude of reasons, 
educators are underprepared to fully engage emergent bilinguals. As a result, emergent bilingual 
students don’t feel like they have support to fully participate in mainstream content courses, and 
end up disengaging from the academic community.  
 
Purpose of the Project 
 
Students must feel like their commitment to academic tasks and performance will 
actually breed some sort of success so that they feel they have control over their achievements, 
and thereby, feel capable of furthering their achievements (Ross and Broh, 2000). For students 
who are emergent bilinguals, Limited English Proficient students, this means that they have to 
feel like they can make progress in content classes despite the language barriers they may face. 
However, this requires that they are equipped with tools that they can use to access content even 
if the language support, specifically from the teacher, is not there. In content classes where the 
subjects taught are not language, this may be a likely scenario. Nonetheless, students are most 
likely to engage if they feel like they have access points to do so. A curriculum unit of induction 
or transition, where students are prepared with these tools, is necessary so that when LEP 
students are mainstreamed into other courses they can be in control of aspects of their learning 
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and do not disengage as a result of language barriers. If students can recognize the support they 
themselves carry, then less students will feel underprepared or like they lack control when they 
enter settings with less language support than the ELD classes they may be used to.  In order to 
address the need of increasing academic engagement amongst students who are Limited English 
Proficient (LEP) or emergent bilinguals, this transitional course curriculum empowers students 
by helping them develop an understanding of ways that they can use their already existing 
linguistic knowledge to access content in a new language. By teaching practices and strategies to 
use in mainstream courses, and helping them recognize the already existing linguistic knowledge 
they possess, this curriculum will increase academic engagement of students in mainstream 
classes where language can be a barrier for students to reach high levels of academic 
performance.  
Thus, this curriculum unit of instruction has been created for use as a transitional unit, 
specifically for students in secondary settings who are transitioning from sheltered language 
development courses into mainstream content courses where the language of instruction is 
primarily English. It is intended to be delivered as a part of a course that students can take before 
a regular school year begins or as later unit in a ELD course for students who will begin taking 
more mainstream courses. The intended participants targeted by this curriculum are students who 
have had experience and knowledge of English but have not fully transitioned into mostly 
mainstream courses where the language of instruction is English. Therefore, many of the tasks 
included in the curriculum are meant to build the practice of peer discussion, collaboration, and 
using model texts to help inform student written works using the English language.  
Additionally, the projects included in the curriculum are meant to help students practice the type 
of products they could be required to do in mainstream courses, presentations and written essays. 
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Ultimately, this curriculum is meant to prepare students to transition into mainstream content 
courses, having identified tools they can use to help access the new content even if external 
support from educators equipped to support language development is not present.  
  
Significance of the Project 
By building a sense of linguistic self-control, particularly for students who are emergent 
bilinguals or labeled Limited English Proficient (LEP) students, this project has the possibility of 
increasing academic engagement. All students come from rich cultures and have a pre-existent 
linguistic repertoire, so they have knowledge of how language functions and the various 
purposes it serves. One strand of this curriculum seeks to have students recognize their already 
existent wealth of knowledge. If students are able to recognize the knowledge they already have 
about language, they can draw connections to better understand information delivered in a 
language that they are less proficient in. By recognizing the tools, they can access within 
themselves, students will feel more empowered to take risks and engage. Students will feel more 
willing to participate in difficult tasks that may challenge their English language proficiency if 
they have some support to rely on. Including lessons to help students recognize how to convert 
that knowledge wealth into capital will help students participate in the learning process and new 
academic environment. In particular, students will be equipped with strategies they can use to 
participate in tasks when newly in mainstream courses.  
Additionally, the inclusion of discussion protocols will help students become more 
accustomed to discussion so that they gain confidence in using the English language for 
communication. If students become accustomed to communicating with others within the setting 
of a transition course, it will help them acquire the necessary practice to communicate with 
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others who are more proficient in English in mainstream courses. Making communication 
between peers a norm will make it possible for these students to build stronger connections when 
they enter new settings, with classmates who are more proficient in English. Building with these 
more proficient English speaking students will only aid in their own development of English.  
Students will gain practice in discussion norms that they can employ when communicating with 
others in academic courses and therefore, be equipped with the tools to build relationship with 
other students. Additionally, feeling more connected to their peers will also increase their 
engagement in the school and classroom community overall.  
Given that students who transition from sheltered language development courses into 
mainstream courses may go unnoticed by teachers, their needs may be unaddressed by teachers 
whose content of instruction is not language development. Therefore, it is important to empower 
students to know that they can still make progress academically, though it may require more 
effort. If students are empowered with the tools to take control of their education they will also 
be able to demand more from educators who teach them. As a result, this project is developed 
with the ideal of equity in mind. Students will recognize ways in which they can participate as 
citizens in classrooms and thus, also be a part of the larger school community.  In turn, students 
will feel more academically engaged and increase their academic performance in mainstream 
classrooms.  
 
Theoretical Frameworks 
This project is influenced by Freirean Theory which asserts that the purpose of education 
is empowerment and liberation (Freire, 2000). According to Paulo Freire, empowerment is about 
helping learners exercise their full humanity or achieve liberation through the process of 
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engaging in dialectic process where learners go beyond simply receiving information but instead 
engage in making meaning of the world around them (Freire, 2000). For educators, Freirean 
Theory suggest, education for empowerment means that they must create opportunities for 
dialogue amongst and between learners with the teacher as a participant of the learning process 
as well. Through dialogue students are able to share their own knowledge and experiences, listen 
to others’ perspectives, and take that in order to come to new understandings. The ability for 
students to reach their own conclusions and make sense of the world based on their own 
experience is an exhibition of agency, having control over their own destinies.  Additionally, 
empowering education means that educators create opportunities for students to produce work 
that reflects their experience so that they are also producing information to be distributed rather 
than just receiving information. Meaning, students must be active participants in their world, 
creating instead of simply receiving information.  
In particular, this theory suggests that liberation comes from being able to exercise 
agency or being given the tools necessary to do so. Agency can be described as the freedom to 
determine one’s own destiny or having control over one’s choices. Students acquiring strategies 
or skills that they can use so they can engage in learning without the help of the teacher is one 
way students employ agency in the classroom. When students are prevented from being 
successful because they are dependent on someone who is considered the expert, they are unable 
to exert agency. They are not able to exercise their full humanity because they are dependent on 
an “expert” (Freire, 2000).  Empowering education means that although students can benefit 
from more knowledgeable participants, they are able to still engage in the learning process by 
problem solving using the tools and knowledge they already possess.   Essentially, this theory 
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claims that when students take control of their own learning instead of being dependent on the 
teacher, he or she is truly liberated (Freire, 2000). 
More importantly, this theory of empowerment seeks to reconstruct the dynamics that are 
existent in many classrooms. Although the teacher is seen as a participant in the learning process, 
the teacher is not seen as more important than the student. Rather, all participants are equally 
learning through participation in dialectic relationship (Freire, 2000).  
The project employs this particular theory because the whole purpose of the curriculum is 
to develop the independence of students who are considered by others, or themselves, to be 
“dependent” because of their limited English language proficiency. The intent of this project is to 
create lessons, a curriculum, where students will be given tools to participate in the learning 
process. Therefore, students will also be able to participate in determining the trajectory of their 
achievements, instead of simply depending on the teacher support or interventions. Additionally, 
the tasks that students are asked to complete within the course that the curriculum are tasks that 
exhibit the value and wealth of the experiences students bring with them to the classroom. 
Students own knowledge and cultures are at the center of the curriculum so that students are 
considered ‘sources’ of information rather than just ‘receivers’ of information. This also allows 
them to interpret their own experiences and use language skills to share that with others. Through 
designing the course in this way, much like Freirean Theory suggests, students are engaged in a 
dialectic learning process where they are in an ongoing conversation with each other and the 
content of the course in order to produce new knowledge.  
Finally, the inclusion of discussion as a part of the curriculum challenges the oppressive 
power dynamics that can exist in the academic classroom setting when the teacher is the only one 
using his or her voice. If the teacher is the only person sharing his or her experience or the only 
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person considered an “expert” then it is not an empowering setting for students. By making space 
and giving opportunity for students to see each other as sources of knowledge, the curriculum 
attempts to create a classroom dynamic that challenges the “banking concept of education” 
which Freirean Theory argues is the opposite of empowerment education (Freire, 2000). 
Therefore, the curriculum is designed in a way that the teacher is not imposing his or her 
knowledge and point of view as the most important and only valid perspective that students must 
absorb. Rather, the actual engagement of dialogue forces students and teacher to recognize other 
voices and points of views as just as important as that of the teacher. Freirean Theory, has been 
an important source in the development of this project as a whole. 
Limitations 
 Each lessons for the curriculum has been designed to be delivered within the time span of 
90 minutes. Each section of the lesson has a designated time span, but the time allocated to each 
part of the lesson should be adjusted to meet the needs of students or teachers. Therefore, the 
lessons make take longer depending on the teaching pace of the teacher delivering the 
instruction. Additionally, the curriculum spans over the course of eight lessons which can mean a 
two-week time span in some settings but longer in others.  Modifications will have to be made if 
this curriculum is used for a course that encompasses a different programmatic set up.  
Further, some materials included in this particular curriculum, though they can be 
replaced or modified, mostly reflect the experiences of immigrants from Spanish speaking 
countries. This has been done intentionally because the lesson content seeks to target a 
population of students who have similar origins. As a result, the materials included for the 
lessons may not be relevant or serve as ideal models for a course that includes students who have 
origins outside of these countries. If this curriculum is to be used in a course that includes 
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students from other countries and with linguistic knowledge other than Spanish, the materials 
should be modified to make it more inclusive of those experiences as well. Additionally, some of 
the teacher examples have been created so that teachers have a sense of how to create their own 
model text. It is suggested that when “teacher exemplar” is labeled, even when an exemplar is 
included in the lesson, the teacher create his or her own exemplar so that students also see the 
teacher as an equal participant of the learning process. When the teacher is able to include him or 
herself within the lesson, it will serve as an opportunity to build positive relationships with 
students. Therefore, teachers delivering this curriculum should remain true to the activities and 
task but also modify parts where his or her experience may be valuable for modeling an activity 
or task.  
It is important to note that this curriculum may not be suited for students who have less 
exposure to the English language. Many of the tasks require students to practice word 
recognition, and exercise already existing vocabulary in the English language that may not have 
yet been introduced to students who are new to the language.  
Finally, although the project is a curriculum to be implemented by teachers to better 
prepare students, who have previously participated in sheltered language courses, to transition 
into more mainstream courses, the effort of this project is placed on developing students rather 
than teachers. The purpose of the project is to empower students with the tools to be active 
participates in the mainstream content classrooms where teachers may be ill-equipped to support 
English language development. Yet, it cannot go without mention that this curriculum is not 
mean to replace or take responsibility away from the educators in mainstream classroom to 
provide further support to students who are emergent bilinguals or who may have limited English 
proficiency.  
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Although this curriculum seeks to develop students’ sense of self-control, if educators do 
not also play a role in making content in mainstream courses accessible to emergent bilinguals, 
then the risk of disengagement is still very likely. If educators do not take an active role to create 
opportunities for language development to continue in these mainstream courses, emergent 
bilingual students can still develop a sense of hopelessness or not feel connected to the content or 
activities in the courses. Therefore, this is curriculum for a transitional course is meant to 
supplement the already existing efforts by educational institutions and educators to support 
students who may lack the exposure or language proficiency to fully engage in mainstream 
content courses.  
Definition of Terms 
Emergent Bilingual:  Students who by the process of adding English to their linguistic repertoire 
are becoming bilingual (Garcia & Klingon, 2010). The term is meant to define students who 
have are in the process of adding a second language to their linguistic repertoire but already have 
an existing language that they make use of on a daily basis. This term is used in order to 
challenge a deficit perspective when it comes to how English Language Learners (ELL) are 
defined. It is meant to recognize that students who are “Limited English Proficient” (LEP) are 
not limited in their abilities or knowledge but rather that they are in the process of developing 
their bilingualism. Although, an emergent bilingual can be any one who is in the process of 
developing their bilingualism, within this document it describes students who are further 
developing English as a second language.  Therefore, the descriptors of students as LEP and 
“emergent bilingual” are used interchangeably throughout this document.  
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CHAPTER II 
REVIEW OF THE LITERATURE 
Introduction 
With the ongoing change of demographics and increasing population of immigrant 
students in the United States, it has become increasingly important for schooling institutions to 
answer the question of how to serve students who come with varying linguistic knowledge. 
Students often described as “language minority students” account for about 20.5% of all 5-17 
years in the United States based on U.S. Census Bureau statistics. (Course Crafters, 2012). This 
designation comes from the fact that students primary language of use at home is a language 
other than English.  Eventually, upon entering schools about 50% of  these “language minority 
students” are designated as English Language Learners (ELL), defined as Limited English 
Proficient (LEP) by the federal government, and account for 11% of overall schooling population 
(Course Crafters, 2012). Although the majority of these ELLs predominantly enroll the third 
grade or below, an increasing percentage middle and high school age children (43%) enroll in 
U.S. schools at the secondary level (Course Crafters, 2012).  
The challenge for educators serving these students who arrive at the secondary level, late 
arrivals, rests on having to help them develop proficiency in English at a faster rate since they 
arrive later in their academic career. Therefore, this review of literature focuses on understanding 
the academic trajectories that newcomer adolescent youth follow in order to understand the 
specific challenges facing late arrivals. Further, there is a focus in trying to understand how 
engagement impacts academic achievement and whether English Language Proficiency (ELP) 
plays a role in levels of engagement. Finally, there is an emphasis in understanding what is 
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necessary from educators to help newcomer youth and students who are late arrivals achieve 
academic success.  
 
Newcomer Youth and the Challenges Facing Late Arrival Immigrants 
“Newcomer” youth are immigrant youth that arrive into American schools at the 
midpoint of their academic pathway, so they are considered “new” to the American school 
system upon arrival (Suarez-Orozco, et al, 2010). In particular, about half of these newcomer 
youth can be considered “late arrivals”, arriving at the secondary level (Ruiz-de-Velasco & Fix, 
2000).  Therefore, “newcomer” is meant to describe students who are new to the American 
school systems, but “late arrivals” can describe students who have been participants of the school 
system for several years but who became participants at a later age or grade level than is typical 
for students who first enter American schools. Suarez-Orozco et al., (2010) studied the academic 
progress of newcomer youth who migrated from Central America, Mexico, Dominican Republic, 
Haiti and China into American secondary schools. The study revealed five academic trajectories 
of late arrival students, over the course of 5 years:  1) consistently high performers or High 
Achievers 2) consistently low performers or Low Achievers 3) Slow Decliners who are students 
with GPAs that slowly declined over time 4) Precipitous Decliners who are students that have 
GPAs that declined precipitous 5) those students whose GPA improved overtime—improvers 
(Suarez-Orozco et al., 2010). The students in the study are described as “newcomer youth” 
because they were newcomers upon the commencement of the study. Yet, they exemplify the 
experience of late arrivals because they joined American schools at later point of their academic 
careers than what is typical for most other students within their age or grade level.   
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 In analyzing the different factors that could contribute to the various group trajectory, the 
authors found that Low Achievers were more likely to be present in schools with higher rates of 
segregation than Slow Decliners or High achievers (Suarez-Orozco et al. 2010).  It was also 
more likely for these students to be Precipitous Decliners rather than Improvers or High 
Achievers as was the case for students who attended high-poverty-concentration schools 
(Suarez-Orozco et al. 2010).  Alternatively, students who showed improvement over time 
attended schools that reported lower levels of violence than those that Low Achievers, or 
decliners. From these findings, it is clear that the school setting played a role in the achievement 
of late arrivals. Generally, schools that have higher levels of segregation, have a high 
concentration of poverty, or higher level of school violence, may feel less safe for students who 
are newer to the school system. These are also measures used to identify schools as having 
limited resources (Suarez-Orozco et al., 2010; Ruiz-de-Velasco & Fix, 2000). Secondary 
institutions are predicated on the idea that students have experiences with academic expectations 
and have been introduced to certain content, so students who arrive at the secondary level may 
arrive to schooling institutions that are not prepared or may not have the resources to support 
their specific needs (Suarez-Orozco et al., 2010; Ruiz-de-Velasco & Fix, 2000).  
Additionally, these young people have different previous experiences with formal 
schooling institutions, some entering with consistent academic schooling while others enter with 
interrupted schooling backgrounds (Ruiz-de-Velasco & Fix, 2000). Thus, some lack the 
knowledge to be able to “catch” up or fully participate in the new setting without some 
foundational support (Suarez-Orozco et al. 2010). Students have received the formal schooling in 
their countries of origins are more equipped and positioned to also make successful academic 
progress in their new school settings. However, if their previous academic experience is 
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characterized as being interrupted, then they are at risk of failing or struggling academically 
(Suarez-Orozco et al. 2010). Ruiz-de-Velasco, et al (2000) note that some teen arrivals have 
experienced significant gaps in their academic careers and thus, enter with some knowledge gaps 
that would better position them for the transition into American schools. Whereas some students 
have foundational knowledge in grammar from their native language, paired with prior 
experience developing academic habits, other students enter new schooling environments in the 
United States without this foundational knowledge base (Ruiz-de-Velasco, et al. 2000).  Thus, 
students who fit the trajectory of Low Achievers as found by Suarez-Orozco et al., (2010) 
struggled to exhibit behaviors that would ensure their success in school and instead, sought 
success in paid work rather than academics.  
Students who struggle succeed academically may become more interested in investing 
their efforts elsewhere, as is the case for many late arrivals who are motivated by contributing to 
their household income (Allard, 2016; Suarez-Orozco et al. 2010). Engagement in activities not 
related to academics can feel like a more rewarding investment if control over the outcome is 
more evident in those activities and if academics does not seem to align with those interest, 
academic disengagement is likely (Allard, 2016).  
Relationships also play an important role in either promoting academic success or lack 
thereof for newcomer students. Suarez-Orozco, et al. (2000) found that a factor that contributed 
to the decline of Precipitous Decliners related to the social capital the student was able to employ 
in the new academic setting. Students who are not proficient in English are more likely to build 
relationships with other students who have that similar experience (Suarez-Orozco et al. 2010). 
As a result, the peers they are close to also lack valuable knowledge to help them navigate 
through new schooling environments and do not serve as a capital they can actively employ to 
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make academic progress (Suarez-Orozco et al. 2010).  Alternatively, someone who is able to 
help students navigate the schooling institution, can act as a type of capital students can employ 
to make progress within an academic institution (Suarez-Orozco et al.  2010).  The possibility for 
building relationships that can serve as capital can become a difficult process for students who 
are late arrivals, leaving them feeling isolated from the academic community (Allard, 2016).  
Other factors that correlated when identifying negative outcomes for these newcomer 
students were that of Academic English proficiency and age.  Students with lower levels of 
Academic English proficiency were less likely to be amongst High Achievers and those who 
were more overaged were more likely to be found amongst Low Achievers than among 
Decliners (Suarez-Orozco et al. 2010). Essentially, students who were High Achievers were 
more proficient in their English language skills, so they were able to stay engaged and participate 
with the mainstream curriculum to achieve at higher level academically (Suarez-Orozco et al. 
2010). On the other hand, Low Achievers seemed to arrive and attend schools that were low-
resourced, dysfunctional, and not fully equipped to help develop their English language skills, 
especially if they were already overaged for their grade level. Meaning, students who were 
overaged for their grade level struggled to “catch up” and were most likely to be “low 
achievers.” In analyzing the downward trend of Slow Decliners, Suarez-Orozco et al. (2010) 
concluded that these students experienced the same forces that weigh down progress in native-
born peers. Yet, they also noted that these slow decliners, in particular, often experience some 
transition within their academic experiences. The slow decline might be characterized by being 
transitioned out of “sheltered” or support classes because of initial motivation, but because the 
transition occurred too early, or without enough support to make the transition possible into 
mainstream classes, they began to decline when in the new setting (Suarez-Orozco et al. 
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2010).These youths face the particular problem of entering at a secondary level where students 
are expected to be able to participate in the classroom curriculum where the language of 
instruction is English, and at times a prerequisite before students can move into courses that are 
required for High School graduation (Allard, 2016; Ruiz-de-Velasco & Fix, 2000).   
Allard (2016) found that the disengagement or low-engagement from students was 
characterized through the inconsistent school attendance for late arrivals. Not only are these 
students entering American schooling institutions later in their academic careers, but they also 
often times have inconsistent attendance rates even in the “beginner” or “newcomer classes” 
(Allard, 2016). Essentially, even early in their academic career late arrival students withdraw 
from academic tasks or lose interest in the academic process for various reasons including 
difficulty with language barriers, lack of strong relationships with members of the school 
community, and interest in paid work (Allard, 2016).  
Thus, newcomer students’ academic journey is paved with hurdles that they must surpass 
so that they are able to make successful academic progress. These struggles are exacerbated 
when students arrive at the secondary level where the concern is really about meeting 
requirements to move onto next level or where academic English proficiency is necessary for 
them to transfer into content classes necessary for high school graduation (Allard, 2016; Ruiz-de-
Velasco & Fix, 2000). Especially since acquiring a new language requires more years of 
instruction than the ones many of these students are even able to complete within their secondary 
schooling career, these newcomer youths face particular challenges that are multiplied if they are 
late arrivals.  
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Engagement, Language, and Academic Performance 
School engagement is the degree to which students are integrated, both academically and 
socially, within the school setting (Janosz et al., 2008).  Essentially, a student’s measure of 
engagement in school is characterized by how motivated a student is, his or her level of 
academic achievement, involvement with learning activities, and extracurricular activities, as 
well as the social connection a student has with peers and adults (Janosz et al., 2008).  More 
concretely, Kim and Suarez-Orozco (2015) cite three dimensions of academic engagement found 
in previous literature: behavioral, cognitive, and relational.  However, Fredricks and W. 
McColskey (2012) name the three dimensions that make academic engagement as behavioral, 
emotional, and cognitive. Both authors share aspects of “behavioral engagement” as detailed by 
previous research, but Kim and Suarez-Orozco focus on the definition describing “behavioral 
engagement” as the physical and visible investment students make to perform in academic tasks.  
On the other hand, Fredricks and W. McColskey (2012) also include that in some of the literature 
“behavioral engagement” includes participation in extracurricular activities and more social 
activities rather than just focusing on just “following rules” or not exhibiting behaviors that 
disrupt academic progress.  
Kim and Suarez-Orozco (2015) characterized the second dimension of academic or 
school engagement “affective”, “relational”, or “emotional engagement”, all terminology used to 
describe the same dimension in prior literature. The authors explain that this facet of engagement 
centers around the significance of relationships, or a student’s ability to relate to other peers and 
adults in the school community (Kim & Suarez-Orozco, 2015).  Meanwhile, Fredricks and W. 
McColskey (2012) include the definition of “emotional engagement” as also measured by the 
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extent of positive and negative reactions to other students, teachers, academics, and schooling in 
general, as well as a student’s own sense of belonging or sense of self-value within the context of 
school and academic outcomes.  The final dimension of academic engagement explored by both 
Fredricks and W. McColskey (2012) and Kim and Suarez-Orozco (2015) is that of “cognitive 
engagement.” Although and Kim and Suarez-Orozco (2015) conclude that this type of 
engagement is harder to observe, it can be seen as a student’s interest, investment, or 
thoughtfulness about what they are learning (Fredricks & W. McColskey, 2012).   
Finally, Fredricks and W. McColskey (2012), make a point to distinguish the work 
around motivation as different than engagement because engagement has to do with the 
involvement in a given context whereas motivation is the reasoning behind certain behaviors or 
actions. Thus, motivation is different than engagement, so when trying to understand the impact 
of academic engagement one must focus on the interaction between the student and the schooling 
environment, not just the student.  
Kim and Suarez-Orozco (2015) focus their research on how English Language 
Proficiency (ELP) impacts immigrant students’ academic engagement, otherwise also understood 
as the interactions they have in and within the context of American schools.  The authors cite 
research that explains how a student’s everyday interaction, not just with academic tasks, but 
every aspect of engagement is affected by English Language Proficiency (Kim & Suarez-
Orozco, 2015).  Kim and Suarez-Orozco (2015) point out that students who lack English 
Language Proficiency can find it burdensome to not only struggle with the content of their 
mainstream courses, but also struggle with the language of instruction.  When a student feels 
frustrated with completing academic tasks, the authors argue, it can cause they to no longer want 
to invest if they still cannot effectively understand what is being taught, compromising the level 
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of cognitive and behavioral engagement (Kim & Suarez-Orozco, 2015).  Further, the authors also 
claim that when students do not feel competent in the language, previous research has shown 
they can experience anxiety that impacts their willingness to participate in tasks that would 
require English Language usage and thus, also impacts their relational engagement (Kim & 
Suarez-Orozco, 2015).  
However, after analyzing the data from structured interviews that were collected as a part 
of the 5-year Longitudinal Immigrant Student Adaptation Study (LISA), the authors were able to 
use the sample of student interviews of newcomer youth that by the third year of the study had 
only been in the United States an average of 47. 51 months and were from Central America, 
China, the Dominican Republic, Haiti, and Mexico (Kim & Suarez- Orozco, 2015). The authors 
found that when students were cognitively engaged and had positive relational engagement, they 
exhibited higher levels of behavioral engagement (Kim & Suarez-Orozco, 2015). The results also 
showed that English Language Proficiency (ELP) was a positive indicator of both behavioral and 
relational engagement.  Meaning that immigrant students who were more proficient in English 
were more likely to build supportive relationships within the educational institution and also be 
more behaviorally engaged in school rather than exhibiting behaviors that could disrupt their 
progress (Kim & Suarez Orozco, 2015).  However, ELP did not seem to impact a student’s 
cognitive engagement as the authors had originally hypothesized.  
An additional purpose of the research by Kim and Suarez-Orozco (2015) was to 
understand how ELP served as an indicator for academic performance as well through the lens of 
engage. They found that ELP positively influenced a higher level of behavioral engagement, and 
behavioral engagement was a strong predictor of academic performance so they concluded that 
ELP had a positive impact on academic achievement for newcomer youth. In making sense of 
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these results, the authors argue that students who lack ELP struggle to participate which this 
leads to lower levels of academic performance (Kim & Suarez-Orozco, 2015). Further, even 
though high levels of relational engagement did not seem to, by itself, impact academic 
performance, the authors suggest that it plays a mediating role since students who have positive 
and supportive relationship with teachers and peers in the academic context may be able to 
engage behaviorally as a result of that support (Kim & Suarez-Orozco, 2015). They also explain 
that ELP may not be a strong predictor of cognitive engagement because this type of engagement 
may rely more on the student’s previous experience with learning or his or her motivation to 
learn which could be impacted less by the language or less impacted by the new learning context 
(Kim & Suarez-Orozco, 2015).  
English Language Proficiency does have a significant impact on academic performance 
because it impacts behavioral engagement (Kim & Suarez-Orozco, 2015). Since behavioral 
engagement has to do with a student’s ability to practice and participate in the expectations that 
exist in an academic context, students who lack proficiency in English may lack the tools 
necessary in order to engage in that manner and in turn, perform well academically. If there is 
not a strong effort to support students to be active participants in the classroom, and they lack the 
knowledge to engage on their own, it is likely that they will struggle to do well regardless of 
their level of cognitive engagement.  
 
Self-esteem, Self-control, and Academic Success 
Ross and Broh (2000) studied how academic achievement affected sense of personal 
control from 8th grade to 10th grade and, consequently, how sense of esteem and control in 10th 
grade impacted academic achievement in 12th grade through data from the National Educational 
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Longitudinal Study. They concluded that self-esteem does not impact academic achievement in 
later years but that self-control does in fact have an impact. Further, they also found that self-
esteem and sense of personal control are increased by parental support and earlier academic 
achievement but did not find evidence that parental support had more of an impact than the 
former.  
 The authors begin by, essentially, proposing that “self-esteem” and “sense of personal 
control” are aspects of “self-concept” since the term is, broadly described, how a person 
perceives him or herself (Ross & Broh, 2000).   They compare the terms by defining self-esteem 
as an individual's view of self-worth whereas self-control is a person’s perception of 
effectiveness.  According to the authors, one’s experience teaches an individual how personal 
choices likely or unlikely cause certain outcomes in a given situation, and therefore, as 
previously found by other researchers, personal control is learned (Ross & Broh, 2000). 
Therefore, if students are able to experience academic success they become accustomed to 
believe that they have control over outcomes. On the other hand, feeling good about oneself, 
according to the authors, would have less of an impact since it would not necessarily teach 
individuals that he or she is capable in specific skills (Ross & Broh, 2000). This study 
particularly addresses the need for specificity when studying self-esteem as only one aspect of 
self-concept in order to draw a connection between self-concept and academic achievement. 
From this work, educators and academics can draw on the need to develop self-control to impact 
academic achievement, rather than simply focus on the self-esteem aspect of self-concept.  
Although much of the research in the impact of overall self-esteem and academic 
achievement do not confirm a direct relationship between students who have high or low self-
esteem and their academic performance (Pullmann & Allik, 2008). However, Pullmann and Allik 
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(2008) argue that when self-esteem is further specified there does exist relationships between a 
student’s academic self-esteem and academic achievement. The author’s call this specified 
aspect of self-esteem “academic self-concept” and discuss that when students feel confident in 
academic abilities their investment is greater as is true for the alternate scenario (Pullmann & 
Allik, 2008). Therefore, instead of focusing on developing students’ self-esteem, educators and 
those interested in helping students reach academic success must focus on help students develop 
a sense of self-control so that they are able to actually feel like they have control over the 
outcome of their academic efforts. Both “academic self-concept” and “sense of self-control”, in 
the context of school, can be defined by a students’ self-assessment about having the knowledge 
or ability to impact their academic trajectory. Developing a student’s academic self-concept and 
sense of control is necessary to positively impact academic achievement.  
 
Funds of Knowledge and Capital 
Rios-Aguilar et al.  (2011) compare the theoretical concepts of “funds of knowledge” and 
both “cultural capital” and “social capital”, previously studied within the realm of 
education.  They highlight the importance of bridging the two theoretical frameworks as a way of 
teaching marginalized students in a way that attempts to address inequities while empowering 
them to have agency within schooling institutions. The authors begin by defining “funds of 
knowledge” through acknowledging how it challenges a deficit mindset when looking at students 
and their families by recognizing the values, resources, and knowledge that are already existent 
within students’ families and communities.  However, the authors also point that much of the 
work around this theoretical concept does not include a critique around the power structures that 
shape schooling experiences of these students. The authors assert that it is necessary that the 
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funds of knowledge framework be supplemented with that of social and cultural capital. 
According to the authors, both social capital and cultural capital point to the larger social 
structures that are replicated in school (Rios-Aguilar et al., 2011).  As a result, certain students’ 
schooling success is facilitated and supported through the learned norms, experiences, 
knowledge, and network that is held as the standard in institutions while other students may not 
have this same capital simply by not belonging to that same social class or culture that is deemed 
as valuable. For example, in schooling institutions where the teacher is regarded as being the one 
in control, if students do not come from settings where they are expected to just obey without 
questioning authority, they could be interpreted as being defiant. Students who are able to fit 
within these types expectations are labeled as behaving appropriately and praised by adults. 
However, when the opposite is true, students who lack this cultural awareness may receive 
negative attention. Students who come prepared knowing the norms for academic participation 
have access to power, those who do not, can be seen as a threat to those norms and receive 
negative repercussions on a students’ schooling experience (Delpit, 1988). Additionally, many 
students already have knowledge of English, but when they are in school their type of English 
may be deemed inappropriate for the academy. Those students who already possess “academic 
English” enter school already able to speak a language that is accepted as the norm and gives 
them the opportunity to be heard by those in power (Delpit, 1988). There are ways of speaking, 
behaving, presenting oneself, and interacting that are learned in order for someone to be 
considered scholarly and respected in academic settings. These norms reflect the norms of people 
who come from certain cultures, socioeconomic status and race (Delpit, 1988). Even when 
students have knowledge of the value of their own culture, if it holds no value or is not employed 
in the academic setting students still lack capital.  
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Rios-Aguilar et al. (2012) argue for a theoretical framework that recognizes the already 
existing value in students’ families and communities, reconceptualizing what knowledge is 
valuable in educational settings, engaging in conversion where funds of knowledge can be 
converted into capital to use in institutions, and the activation of that capital to create change or 
be agents of change (Rios-Aguilar et al., 2012).  Consequently, the importance of this particular 
work lies in not only arguing that it is important to teach students to recognize the already 
existing value in their families, communities, and culture but also how to employ that and 
transmit it in the classroom setting so as to give them the tools to engage in agency.  
The impact of helping students to leverage and employ capital is seen in the work done 
by Hopkins et al. (2012). The authors researched how Latino newcomer youth who entered 
secondary schools were able to cultivate social and cultural capital to adapt to the new academic 
setting while newly arrived in the United States.  The researchers collected data by selecting four 
newcomer males that were also a part of Project SOL. This program is a collaboration between 
the high school these youths attended and the University of California, Los Angeles. Through 
this program, students who are already capable of graduating high school and attending post-
secondary education, but they lack English Language Proficiency to have access to classes that 
would prepare them but in a language they understand, Spanish.  The students that were selected 
for this research were newcomer males from Mexico that had reasonably high levels of education 
despite coming from humble backgrounds. Through observation, data from student records, and 
through interviews with students, counselors, and teachers, the researchers were able to identify 
how capital was leveraged by students and the contribution that made to students’ academic 
engagement and success.  
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 A way in which student’s capital was leveraged was through the program’s use of 
bilingual instruction, in English and Spanish, so students employed their already existing 
knowledge about the Spanish language in order to access content (Hopkins et al., 2012). Their 
linguistic knowledge served as capital to access content and therefore encouraged participation 
on behalf of the students. Additionally, social capital was cultivated for these youth through the 
counselors who created opportunities for these young men to access information about college, 
and also have college-going experiences. This included creating clubs and organizations where 
students could be exposed to these resources while also building with other students and alumni 
who had experienced similar struggles as newcomer students. This, in turn, gave the youth 
opportunity to leverage this social capital by becoming involved in activities less common for 
newcomer students.  Those students who were able to participate in these types leadership spaces 
were able to link newcomer students who had less knowledge about the academic world or 
American schooling activities, with the knowledge they gained from students who were more 
knowledgeable in these types of leadership spaces (Hopkins et al. 2012).  Essentially, the authors 
found that these newcomer students who were already identified as academically capable, but 
who were lacking knowledge to fully succeed in mainstream Science and English classes, owed 
their academic success to the ability they had of leveraging their cultural, linguistic capital, and 
social capital (Hopkins et al. 2012). Their existing knowledge was turn into capital because they 
had an opportunity to do so through the SOL program they belonged to. The program 
incorporated the cultivation of capital within the curriculum. One key take away from this 
research is that cultivating student’s capital and teaching them how to leverage that capital 
outside of the classroom can lead them to be more successful in educational institutions.  
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Conclusions 
Although previous research has attempted to draw a correlation between self-esteem and 
academic achievement, the research shows a stronger relationship between academic 
achievement and more specific aspects of self-concept such as “academic self-concept” and 
“sense of self-control.” Consequently, if a student feels confident in his or her ability (academic 
or not), he or she may be more motivated to perform or feel more in control of his or her 
performance. Feeling control in determining their academic outcome can lead them be more 
successful in a given task. Alternatively, if a student has yet to feel proficient in using their 
holistic linguistic repertoire, they may also feel the need to exclude him or herself from specific 
situations that would require using a language or language variety he or she feels less competent 
in. Especially if the student does not recognize his or her linguistic funds and the student cannot 
yet transmit those funds into capital to use in the classroom, it could result in a lowered sense of 
self-control since he or she will lack the tools necessary to actively participate in learning. 
Feeling unsuccessful in tasks or lacking tools may   hinder students’ engagement in the 
classroom setting and thereby impact academic outcomes.  
Although very important work has been done to lay the foundation to understand the 
relationship of academic self-concept and academic achievement (Pullman and Allik 2008), still 
more has to be done to understand how linguistic self-esteem or linguistic self-control, through 
the conversion of linguistic funds or cultural wealth into linguistic capital, can impact 
performance in the classroom amongst students who enter schools with a wide range of linguistic 
repertoires. Specifically, in classrooms where collaboration, speaking and listening, are also 
measured as state standards, it’s important to understand how students’ linguistic self-esteem or 
sense of linguistic self-control can impact classroom performance tasks that require the use of 
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language as a means of interactions between peers.  Developing students’ awareness of linguistic 
repertoire, and recognition of how to use their already existing linguistic knowledge or skills, 
may help educators positively impact students’ engagement in a classroom community.  
The literature on engagement and academic achievement has shown that behavioral 
engagement has the ability to positively impact academic performance. Students being able to 
practice and participate in academic settings by following norms expected in the context can lead 
to positive academic outcomes. However, in order for students to be able to participate in this 
way, they must have the tools, knowledge of how to do so, and feel qualified enough to engage 
with others which includes being proficient in the language of instruction. For newcomer youth, 
late arrivals, and youth who are not yet English Language Proficient or who can be categorized 
as emergent bilinguals, this requires helping students identify skills they have so they can 
participate. It also means helping them cultivate new tools to acquire skills to perform well 
academically in settings that require high levels of English Language Proficiency.  This is an 
important area of study not just in attempting to understand academic achievement of students 
whose language is deemed a minority language, but also in understanding how to help teachers 
foster strong learning communities across language differences for all students to feel as citizens 
and full participants in classrooms. 
 
 
 
 
 
 
 
29  
CHAPTER III 
THE PROJECT AND ITS DEVELOPMENT 
  
Description of the Project 
  
This project is written as unit composed of eight lessons intended to be delivered, 
individually, within the time span of 90 minutes for each lesson. Four consecutive lessons for a 
week are meant to support  and scaffold a weekly project or final assessment for that week. 
Lessons reference previous work done in lessons intended to be delivered previously in the 
sequence of lessons. Additionally, sections of each lesson have designated time, in minutes, to 
devote to that activity. Understandably, these are only suggested time allotments, and may vary 
depending on the particular students and teacher that participate as learners in the unit.   
The whole module starts off with an overview of the essential themes, understanding, and 
standards addressed. This is meant to keep the focus and objectives of the unit at the forefront.  It 
is also to ensure consistency and coherence throughout the curriculum. Additionally, it acts as 
clear way to communicate the purpose of the unit for those seeking to implement it within their 
already existing curriculum. For example, the “Essential Questions” section is meant to describe 
the question or problem students will be able to explore and answer by the end of the module. It 
clearly states the theme and topic of the unit. The section on “Key Understandings” is meant to 
outline the knowledge students should take away from exploring the essential questions through 
the lessons of the module. In an attempt to make the unit as a valid source to supplement already 
existing English Language Development classes, language standards drawn from the California 
Language Development State Standards that correlate with the Common Core Standards are also 
designated within the “Standards Addressed” section. Although, there are many standards 
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addressed throughout the lesson, the standards consistently addressed and employed throughout 
the whole unit are the ones that have been included in this section. However, teacher will 
recognize others not explicitly designated but addressed throughout the daily lessons. The 
description of the final assessments for each week are also included as an aspect module 
overview. The final assessments descriptions are included in the unit overview so that teachers 
are aware of what products students will be working towards during the daily lessons. These are 
meant to be culminating projects or tasks for the four lessons delivered each week.  A synopsis 
of the lesson schedule is described by the essential question for the week and the topic of each 
lesson: 
Week 1- Unit Theme: “Language, Bilingualism, Translanguaging” 
EQ: What role has language played in shaping my experience in the United States? 
Day 1- Lesson: 
Bilingualism and 
Translanguaging 
Day 2-Lesson 
continued: 
Bilingualism and 
Translanguaging 
Day 3 –Lesson: 
Reflection Essay 
Day 4- Lesson: 
Essay Feedback and 
Revision 
Week 2- Unit Theme: “Understanding My Linguistic Cultural Wealth” 
EQ: How can becoming a proficient bilingual person benefit my life? 
Day 1-Lesson: 
Community Wealth 
and Linguistic Capital 
Day 2-Lesson: 
Interview Preparation 
Day 3-Lesson: 
Designing and 
Preparing 
Presentations 
Day 4- Lesson: 
Community Wealth 
and Capital 
Presentation 
 
After the module overview, detailed daily lessons are included. In order to make clear 
where a new lesson begins, the week and day for each lesson is designated at the top of a new 
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lesson. For example, the first lesson is titled “Week 1-Day 1.” The process for each day is 
organized using a lesson plan template which includes sections that remain consistent throughout 
the unit. Before any instructions on the process teachers will take in a given lesson, important 
preparation information is identified. Each lesson begins by detailing the learning targets and 
activities associated with those learning targets. There is a more student friendly learning 
standard that encapsulates the purpose of the lesson, but the California language standards 
addressed is also identified. The “meaningful activities” is meant to be a quick check of activities 
to ensure the learning targets are actually aligning with the activities for the lesson.  
Additionally, the “materials”, key “vocabulary” (that teacher should preview with students), and 
possible “homework” are included for quick reference in preparation for the lesson.  “Teacher 
and Student Actions” is the section where teachers are given instructions and explanations for 
what actions they should take or what directions they should be giving  in each stage of the 
lesson. The student actions are included so that teachers are also aware of what students should 
be doing during the varying stages of the lesson. Therefore, within this section,  possible 
statements are also provided for teacher use.  Although, these statements can be considered a 
“script” it is really more of a guideline, so that teachers are aware of what message they should 
be getting across to students. It is not included to be read off the page in a way that will feel 
inauthentic to students or to themselves.   
The first stage of each lesson is “Hook” and describes an activity meant to prepare 
students to move on to the stage of “Engage.” The engage is where the “teaching” happens 
because it is where the teacher is actively giving direct instruction. The idea is that this time is 
limited so that students spend more time on “Application of Knowledge.” By design, the 
intention is to have students engage throughout the whole lesson, so that they are doing the 
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majority of the discussion with each other and with the language tasks. By limiting the direct 
instruction time, students have more of opportunity to practice using the language, and struggling 
through the material. During the “Application of Knowledge” stage, teacher is actively providing 
feedback and direct intervention to small groups of students which is more easily accessible 
since they are not caught up with whole class direct instruction. “Review and Assess” is meant to 
be the section of the lesson where the teacher and students can tie up the key understandings 
from the lesson. Finally, the materials associated with each lesson follow right after the lesson 
where they are used. All materials used in the lesson are included with each lesson unless 
designated as (teacher created) which requires for the teacher delivering the lesson to create an 
exemplar based on their own expectation.  
  
Development of the Project 
The primary purpose of this project was to help students build a sense of linguistic and academic 
self-control by creating the space for them to recognize the cultural wealth they bring into 
academic institutions, and the practice of transforming that wealth into capital to access content 
in mainstream classes. This curriculum was intended for students who have been predominantly 
in ELD (English Language Development) classes and will be transitioning out of these support 
classes, or transitioning into more mainstream classes with less ELD support.  This interest came 
during a school year when I taught late arrival English Language Learner students in 9th grade 
and 10th grade English courses. These students were concurrently enrolled in ELD courses, 
mainstream content courses, and, for the first time in their academic career, were also in a 
mainstream English Language Arts course. Although they were used to taking other mainstream 
content classes, they had a history of failing classes and often chose Spanish, though they had 
some knowledge of English, as their primary language of communication. Therefore, the 
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development of English as an additional language was not consistently nurtured. In some classes, 
teachers spoke Spanish as the main vehicle of communication. However, in some classes 
teachers lacked knowledge of Spanish, and these students disengaged completely from the 
course and materials. Again, although they had exposure and some knowledge of English, they 
did not consider themselves bilinguals.  Throughout the year, I recognized that these students had 
become accustomed to taking sheltered ELD classes or to join together in mainstream classes 
where they traveled as a cohort.  Despite the fact that almost all students in the school were 
bilingual English and Spanish speakers, these students who were had been in ELD classes 
together for several years primarily formed relationships with each other and struggled to 
participate with other students who were more fluent bilinguals. They refused to engage in oral 
participatory structures and protocols when they were paired or grouped with students who were 
more fluent bilinguals, those who had a higher ability to communicate in English.  
At the beginning of the school year these students who were previously only in ELD 
classes were surprised to find themselves in a class where their tasks were to read, write, speak 
and listen using the English language.  Immediately, I witnessed them shy away from 
coursework, self-advocacy, and participation in classroom. I found myself retreating, and 
explicitly teaching skills to help students identify their already existing linguistic knowledge and 
repertoire to access the content in language they felt less confident in. This required explicit 
discussions around language ideology, view, and recognition of funds of knowledge. After 
addressing these needs, I realized students were more likely to be engaged in the coursework and 
were less disengaged from the classroom community. I conducted small pull out groups where 
they would receive mini-lessons using texts in English, but using Spanish language and 
discussion protocols to collaborate and make sense of the content. I used both English and 
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Spanish to help these students access the material. Students seemed truly engaged in the learning 
process, and even excited during these lessons. However, when retreating back into the whole 
group setting, some students struggled to continue being active participants. Lack of engagement 
was not only seen in the participation during small group and pair work, but also in the 
attendance rate for these students. Many of them missed several days at a time, skipping class or 
arriving late into the class session. It was evident that these students were disengaged from 
academic from prior years of American schooling experiences.  
 Initially, I believed that the lack of engagement was as a result of a lack of academic 
self-confidence or low self-esteem resulting from students not having prior experiences in a 
mainstream English Language Arts course. This conclusion came from the fact that students did 
not seem to collaborate with peers who were not in ELD courses despite that the majority of the 
student population were bilingual in Spanish and English. Therefore, my hunch was that a lack 
of participation and engagement was a result from a lack of confidence. I thought that students 
may have felt embarrassed or ashamed in speaking Spanish when in a course where all other 
students were primarily using English. Therefore, my initial desire was to help develop students’ 
confidence and pride in their native language so that they could use it as bridge to participate 
with other students who could engage with them using Spanish as well. I thought this would be a 
way to help students access the classroom community, and positively influence academic 
outcomes because they could produce more work with the help of other students.  
However, after reading the literature, in particular Ross and Broh (2000), and conducting 
a series of small scale interviews with some of my students, for the purpose of a project for a 
graduate course, I recognized that what needed to be address was students sense of linguistic 
self-control. It was not that students felt ashamed of their language that prevented them from 
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engaging in the course. Several of my students expressed that both English and Spanish as 
valuable, and thought that Spanish contributed to success in other content classes, but they could 
not name how. Additionally, they identified that they felt comfortable working with students 
who spoke the language they felt more confident in themselves because they felt they could 
contribute, participate, and have a control over the outcome of the products of a given task. I 
quickly recognized that my initial conclusion was flawed and based on a deficit view of my 
students. If my initial intent was to create some sort of project to help my students develop their 
self-esteem about the language they enter school with, thinking that they would be able to get 
support from other students, it assumed that students saw their own language as having little 
value. It also would not be empowering for my students because it would make their learning 
dependent on others. This was an important shift that happened for me personally while 
developing this project. Even though my initial desire was to create a classroom space based on a 
principle of equity, my initial thinking was not based on the same principle. I saw my students as 
lacking a positive view of their own language because I recognized that in the larger society 
English is considered a language that denotes a higher status. Yet, my students were extremely 
proud of being Spanish speakers and had a positive mindset about the importance of the 
language.   I finally recognized, through the literature review for the project and interacting with 
my students more, that they did not disengage out of shame for aspects of their language but that 
they disengaged as a result of not knowing how to actually engage and participate. They disliked 
working with others because it made them dependent on others, where they would instead like to 
feel like they had control over their academic achievements themselves. As a result, setting up 
activities where students could not leverage their own knowledge and linguistic repertoire made 
it so students felt unable to participate because they could not be independent participants in the 
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learning process. As a result, I began to recognize that was more important than developing and 
interrogating students’ language ideology was actually helping them recognize how they could 
be active participants in the learning process when in academic content courses.  
All of these personal revelations about the students I taught and the behavior I saw in my 
classroom lead me to understand that what was necessary was to create a curriculum that help 
students recognize linguistic funds and how to convert it into capital to employ in the classroom. 
In particular, I saw that translanguaging explicitly as a practice I could use myself could also be 
used to teach students skills they could use to support them in other content classes. I had already 
begun employing this practice when I helped my students access content in English through the 
use of Spanish. I saw positive outcomes in translanguaging, and teaching students how to use 
their full linguistic repertoire to access new information. Therefore, I knew that this was one 
aspect I wanted to include in the curriculum, encouraging students and teachers to use their full 
linguistic repertoire in teaching and interacting with classroom tasks. By creating a curriculum to 
teach students what translanguaging can look like and that it is a valuable practice, students 
would be most likely to use their full linguistic repertoire to communicate to bilingual peers and 
adults at various levels of proficiency.  Finally, I knew that it is also essential to promote learner 
independence by ensuring that a core aspect of this curriculum focused on helping students see 
ways in which their knowledge of language could be an avenue to engage in classes where they 
could not be dependent on the teacher for language support. The strategies they learn will help 
them feel prepared to undertake coursework despite the language barriers they may feel are 
present.  The hope of this project is to develop students sense of agency, consequently, 
encouraging engagement with peers and their academic classes and materials, regardless of 
language of instruction or collaboration.  
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As I began to create the unit and lesson plans for this project, I relied heavily on 
curricular models and frameworks that I have been exposed to through professional development 
trainings at various school sites I have worked. I also used my knowledge and personal research 
from various authors who have worked as teachers themselves and who write about best 
instructional practices.  
The Understanding by Design (Wiggins & McTighe, 2005) framework for curriculum 
development and planning has guided the design of the overall unit for this project.  In particular, 
the unit overview has the elements that Understanding by Design (UbD), designates as is 
important in identifying prior to building any curriculum. UbD emphasizes the use of essential 
questions to guide and drive the task, activities, and assessments (Wiggins & McTighe, 2005). 
Therefore, it promotes a project based approach where skills build on each other so as to scaffold 
learning when engaging in or working towards final assessments projects. When developing this 
unit, I used this backwards approach to ensure that the daily lessons and activities were tied to a 
larger outcome and actually prepared students to be successful in the final assessments for each 
week.  
  The work by Aida Walqui (2006) around the scaffolding of instruction for English 
Language Learners is conceptual framework that has also informed the development of the 
curriculum in this project. In particular, it informs the pedagogical approach in structuring the 
tasks and building a positive culture for the class (Walqui & van Lier, 2010). The writing 
prompts and assessment tasks included in the lessons are meant to foster a supportive 
environment because students who are developing a new language need to feel safe and 
supported in order to take risks (Walqui & van Lier, 2010).  Meanwhile, in every lesson there is 
a “Hook” and “engage” section which is meant to prepare the learner and begin participation 
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from the learner (Walqui & van Lier, 2010). There is also an “application of knowledge” which 
is meant to have students interact with texts and extend their learning by handing over the 
responsibility to students. By doing so, it follows a similar stages of activities as that of the 
elements used in QTEL (Quality Teaching for English Learners) lesson plans, from the Non-
profit Wes-Ed developed from the work of Aida Walqui. 
  Kelly Gallagher (2015) emphasizes the importance of modeling quality writing for 
adolescent writers.  The use of model expert text to help students produce their own writing that 
is appropriate for the purpose and audience is one of the key aspect of Kelly Gallagher’s work. In 
particular, Gallagher (2015) argues that teachers must be willing to model and share their own 
writing because it creates a classroom environment where the teacher is also engaged in the 
learning process. Therefore, many of the materials included for the lessons draw on teacher 
exemplars to guide student work.   
 It must also be noted that although this project is meant to target emergent bilinguals and 
support the developing their language and academic skills, the curriculum frameworks that 
influenced the development of this project can and should be used by other content teachers to 
develop lessons and units in a way that scaffolds instruction for all students, especially students 
who are emergent bilinguals.  The template used for the lessons, in particular, was developed and 
modified with the help of colleagues who teach content classes that are not considered language 
courses. However, there are features within the lesson plan that could be included in any content 
course to ensure that all educators are attempting to support language development in their 
content areas.  
 It is also worth noting that although my experience as a public school teacher heavily 
informed the creation of this curriculum, but the pedagogical approach to teaching and delivering 
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the lessons were also heavily influence by my prior experience as a youth and community 
organizer. I have experience as a workshop and training facilitator for both adult and youth 
participants. Therefore, there is an emphasis in creating a classroom dynamic where there is 
ongoing participation and interactions between and amongst students. The environment created 
by including collaboration is meant to replicate the experience of a popular education approach 
to teaching where students are collaborating with others, and the teacher is simply a facilitator. 
Additionally, some activities replicate the activities that include physical movement and 
interaction as is common in popular education workshops.   
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CHAPTER IV 
CONCLUSIONS AND RECOMMENDATIONS 
Conclusion 
With many students entering U.S.  public schooling institutions in the latter part of their 
academic career, there continues to be an increased sense of urgency to prepare them to enter 
mainstream classes for the purpose of fulfilling high school graduation in a timely manner (Ruiz-
de-Velasco & Fix, 2000).  Students who enter these schools with consistent schooling 
experiences can fare better than those whose schooling experiences have been more disrupted 
(Suarez-Orozco et al. 2010). However, even when students show enthusiasm and high levels of 
success when in sheltered English Language Development classes, without the adequate support 
as they transition into mainstream classes, these students can struggle to succeed academically 
(Suarez-Orozco et al. 2010). Consequently, students who are in classes where they feel they lack 
the linguistic or academic knowledge to contribute or participate in the process of learning can 
disengage from the academic community as a whole (Allard, 2016; Suarez-Orozco et al. 2010).  
This in turn, can lead to negative schooling experiences. Additionally, disengaging from the 
academic community as a whole also keeps them from a source for developing their linguistic 
knowledge and skills further (Allard, 2016; Suarez-Orozco et al. 2010). Students in this type of 
scenario can enter a cycle where they feel they lack the control to reach their desired outcome, 
and therefore end up not taking control in a way that would bring about positive academic 
success.  
The initial purpose of this project intended to build a curriculum unit to help students 
recognize the cultural wealth they already possess and how they could use that wealth as capital 
in mainstream academic content classes where the primary language of instruction is English. 
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Through lessons students will be able to reflect on the explicit application of their cultural 
knowledge wealth (inclusive of linguistic knowledge), and identify how this knowledge could 
translate into specific skills or practices. Additionally, within the lessons there are opportunities 
created for students to engage in discussion and collaboration about the academic tasks so as to 
encourage students to use their full linguistic repertoire to make sense of the academic tasks. 
Lessons include stages where students work with each other on academic tasks using source 
materials in the mainstream language, English, but with the opportunity to communicate using 
all the languages they are familiar with because the curriculum is not teacher centered.  Thus, in 
this project there is an attempt to employ the framework proposed by Rios-Aguilar, et al.  (2011)  
where emergent bilingual students are taught “recognition” of their already existing linguistic 
funds and “conversion” of those funds into capital, knowledge and skills, to access content. 
Additionally, the delivery of the content and norms of the classroom to be used is also informed 
by the work of Ofelia Garcia (2012) in advocating for a translanguaging pedagogy that 
encourages the use of a student’s full linguistic repertoire as a way of making meaning. Thus, the 
project makes an attempt to deliver explicit instruction of translanguaging skills could help build 
student agency and promote equitable and inclusive classroom communities where all students 
feel like active and engaged citizens capable of valuable contributions regardless of their 
proficiency in the language of instruction.  
This project drew heavily from the curricular models, framework, and lesson design of 
Aida Walqui (2010) and Wed-Ed. As well as from the backwards designed process outlined by 
the Understanding by Design (UbD) framework (Wiggins & McTighe, 2005). Additionally, 
Gallagher’s (2015) work around teaching adolescent writers most significantly influences the 
lessons and materials for producing writing in this course. By using these curricular models, the 
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project attempts to not only challenge students to perform tasks similar to those expected in 
mainstream academic classes but also includes the support necessary to help students meet the 
expectations of task. The content and the skills used in class are just as central in the lessons as 
the content being explored. Ideas around language identity, cultural wealth, and personal 
reflection make the curriculum relevant and authentic for students. Yet, the tasks are also 
relevant in the sense that students are required to showcase their knowledge and skills in writing 
with teacher writing as the main model of proficient writing. As a result, the project is a way for 
students to improve on the knowledge and skills in a supportive environment.  
Despite not explicitly stating the “student-teacher relationships” pedagogical objective in 
the lessons, based on the subject of the projects for each unit and the activities included in the 
lesson, the project implicitly sets up the conditions to support teachers in taking a 
translanguaging stance and to build positive student-teacher relationships.  This can be seen in 
the topics for each lesson, the writing prompts, and scripts included in lessons. Teachers are 
encouraged to use their full linguistic repertoire in communicating with students, and to also 
welcome students to do the same. Encouraging student’s full selves to exist creates a powerful 
opportunity to build community.  
 
Recommendations 
This project targeted emergent bilingual students who are transitioning into more 
mainstream content courses where the primary language of instruction is English. The purpose of 
the project was to help students recognize how their cultural wealth (inclusive of linguistic 
wealth) and already existing knowledge, could be converted into capital that can be utilized to 
access content and produce academic work in academic courses where they may need language 
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support but may lack qualified educators to support in that capacity. Although the project meant 
to support students to develop a stronger sense of self-control by giving them tools to take 
control of their own learning, even when they feel they lack proficiency in the mainstream 
language, it should not be regarded as solving the issue of educators who are underprepared to 
serve language learners.  
Further, since the curriculum was developed by an individual that is bilingual, it is 
important to note that adjustments to the script and teacher messages must be made if this is 
implemented by someone who is monolingual. Regardless of linguistic knowledge, it is 
important that teachers who implement this curriculum take a translanguaging stance that 
supports the use of multiple languages to make sense of content and communicate. If teachers do 
not see the value in bilingualism, it will be difficult to create a supportive environment for 
students to use their full linguistic repertoire.  
More importantly, the purpose of this curriculum is meant to support students in 
developing a sense of control over accessing new content regardless of the language of 
instruction of the course where the content is being delivered. However, this does not mean that 
this is only focused on developing English. Rather, the purpose is to ensure that students 
recognize bilingualism and their experiences as important as the new language and culture they 
are attempting to acquire.  
Many of the lessons have a writing focus and for this, it may be helpful for educators to 
familiarize themselves with the work of Kelly Gallagher (2016) so as to fully understand the 
context rational behind the type of instruction. Also, familiarity with the curriculum frameworks 
may also be helpful to fully understand the intent behind the lesson structure and sequence of 
lessons as well.  
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As with any curriculum, this project is not without flaws or areas of improvement. This 
curriculum was created with the intent of using it with emergent bilinguals who are Spanish and 
English speakers. Therefore, there is need to explore how this could be modified to be used 
within a multilingual classroom while still taking a translanguaging stance. Additionally, since it 
was writing by an individual who identifies as bilingual, it may require additional processes 
when being delivered by someone who is a monolingual speaker. It may require differing 
statements than the script provided if the teacher is to create a space open to translanguaging. 
Finally, since this curriculum is intended to be used by a teacher who already teaches students 
that are transitioning into mainstream content courses, the curriculum does not include lessons 
where classroom community and culture is cultivated. The unit assumes that the teacher has 
already built a classroom community or culture with students, and are instead preparing to no 
longer share the same classroom space. Therefore, it could be improved to include lessons to 
build culture and community before starting on the academic tasks and content outlined by the 
unit goals and understandings. Final lessons or task could also be included at the end in order to 
fully assess students’ familiarity with the new knowledge and skills or to assess students sense of 
linguistic self-control before and after the unit as an evaluation of the unit’s effectiveness.  
All students should feel like their efforts will yield results and should have the most 
impact on their own academic achievement. It can be frustrating and defeating for students to 
think that they do not have power over their academic experiences. Disengagement from students 
who do not feel like they have access to be full participants should not be surprising but, rather, 
expected. Yet, this does not have to be the case for students who enter schools with a world of 
experiences and knowledge that they can leverage to further their knowledge. In particular, 
emergent bilinguals enter academic institutions with knowledge about language and how it 
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functions. Participating in the academic community is something emergent bilinguals should be 
able to do if they are to truly be recognized as citizens. However, when students feel like their 
knowledge or contributions do not have an impact, they are at risk for isolation from the 
community as a whole. Leveraging their own knowledge and skills can be a source for 
empowerment for emergent bilinguals. Therefore, it is something that educators and educational 
institutions should work towards. 
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Letter to the Teacher 
 
Dear Teacher,  
 
Within this document you will find a unit intended to support emergent 
bilinguals who are transitioning into mainstream content classes. These 
students have spent time in mostly sheltered English Language 
Development classroom environments, and may be apprehensive about 
no longer having the structured support when entering other content 
classes. However, they are very intelligent and powerful individuals. 
They possess already existing knowledge about the world, academics, 
and language.  
 
This unit intends to help students recognize all the wealth of knowledge 
and experiences that they already possess. The purpose of this unit is not 
only to remind students of how powerful and capable they are, but to 
have them recognize how that wealth they bring into the classroom can 
be employed as capital to participate in the learning process when they 
enter mainstream language classrooms.  
 
This document contents the overview of the unit, daily lessons, and the 
materials associated with each lesson. The lessons are intended to be 
delivered in the order that they are presented, and each lesson has been 
designated for approximately 90 minutes of instructional time. Although 
this unit covers only a limited amount of topics that could benefit 
students who are transitioning into mainstream content courses, it is the 
hope that this curriculum supplements the work you have already done 
for your students throughout their time with you.  
 
 
In solidarity, 
 
Natalia Sanchez Gonzalez 
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Unit Overview 
Unit Name: Language and I 
Unit Length: Eight 90 minute Lessons  
 
Essential Question: 
 
• What practices make up my linguistic repertoire? 
• What is translanguaging and how can I make use of it when 
accessing new content and language instruction? 
• How can becoming a proficient bilingual person benefit my 
life? 
• What role has language played in shaping my experience in the 
United States? 
Key 
Understandings: 
• Student will understand that he/she has assets (capital) he/she 
already brings into any classroom, regardless of the language of 
instruction or content.  
• Student will understand that his/her acquisition of skills inside 
the classroom can benefit his/her community immediately and 
in future endeavors. 
• Student will understand the concept of translanguaging and 
self-assess his/her own language use for accessing and 
communicating about academic topics.  
 
 
CA English 
Language 
Development State 
Standard(s) 
Addressed: 
 
• Collaborative- 
1. Exchanging information and ideas with others through oral 
collaborative discussions on a range of social and academic 
topics. 
• Interpretive- 
6. Reading closely literary and informational texts and viewing 
multimedia to determine how meaning is conveyed explicitly 
and implicitly through language. 
• Productive- 
12. Selecting and applying varied and precise vocabulary and 
other language resources to effectively convey ideas. 
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Unit Assessment 
Information: 
Week 1- Unit Theme: “Language, Translanguaging, and 
Bilingualism” 
• Assessment-Personal Reflection Essay: 
• Students will write a complete 3-5 paragraph essay that 
includes introduction, body, and conclusion paragraphs. 
This essay will be a reflective piece where students 
discuss the role language has played in shaping his/her 
experience in the United States. In order to support 
his/her argument, students must use concrete examples 
from their own lives. This will be drafted up by using 
the work done from previous Quickwrite tasks 
throughout the course of the previous lessons.  
 
Week 2- Unit Theme: “Understanding My Linguistic Cultural 
Wealth” 
• Assessment- Community Member Presentation: 
• Students will create a 6-10-page slideshow using google 
presentation as visual aid to give an oral presentation 
about a family member or community member of 
his/her choice. This presentation will discuss the 
community member’s identity, his/her interests, 
migration story, and the findings about how language 
played a role in the achievements or struggle this 
interviewee has faced as a result. As a conclusion, the 
student must explain what he/she learned about the 
importance of bilingualism (being strong in both 
Spanish and English) in one’s life.  
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Pacing Guide 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Week 1- Unit Theme: “Language, Bilingualism, Translanguaging” 
Day 1 
 
Lesson: Bilingualism 
and Translanguaging 
 
Day 2 
 
Lesson continued: 
Bilingualism and 
Translanguaging  
 
Day 3 
 
Lesson: 
Language and 
Power 
& 
Essay 
Preparation 
Day 4 
 
Reflection Essay Work 
Day 
What role has language 
played in shaping my 
experience in the United 
States? 
Week 2- Unit Theme: “Understanding My Linguistic Cultural Wealth” 
Day 1 
 
Lesson: Community 
Wealth and Linguistic 
Capital 
Day 2 
 
Lesson & Practice: 
Research Methods 
Day 3 
 
Lesson & 
Practice: 
Presentation 
Skills 
Day 4 
 
Community Member 
Research Presentation: 
How can becoming a 
proficient bilingual 
person benefit my life? 
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Daily Lessons and Materials  
Lesson Week: 1     Day:  1  Topic: Introduction to Language and 
Bilingualism 
Time: 90 minutes 
Purpose of Lesson:  Meaningful Activity 
English Language Development Standard:  
 
Collaborative- 
1. Exchanging information and ideas with others through oral 
collaborative discussions on a range of social and academic topics. 
 
Interpretive- 
6. Reading closely literary and informational texts and viewing 
multimedia to determine how meaning is conveyed explicitly and 
implicitly through language. 
 
 
• Timed Pair 
Share(s) 
• Four Corners 
Assessment 
• Reading Pairs 
Learning Target (Student Friendly):  
 
I can self-assess my proficiency and confidence in employing my 
knowledge of English and Spanish when interacting in the world.  
 
• Quickwrite #2 
• Four Corners 
Assessment 
 
Vocabulary:  
• Bilingualism 
• Translanguaging  
 
 
 
Lesson Elements Time Teacher & Student Actions 
Hook 
Do First(Activate 
Background 
Knowledge) 
10 
minutes 
Teacher will welcome students into the classroom and post 
the Quickwrite prompt in the front of the class so that 
students are aware of what they are responding to. The 
prompt is below: 
 
Quickwrite #2: 
What makes someone “bilingual”? Do you consider 
yourself bilingual? Why or why not? Do you think knowing 
more than one language can help you in the world? Why 
or Why not? Explain using examples from your own 
experience. 
Materials/Resources/Text:  
 
• Quickwrite prompt 
• Translanguaging Definition handout 
Homework:  
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Sentence Starters: 
 
I think someone is bilingual when… 
I do/ do not consider myself bilingual because… 
I do/ do not think that knowing one language can help you 
because… 
For example, ... 
In my experience, ... 
 
As students are writing, teacher will ensure that they are able 
to access the prompt by looking for students who may 
struggle to get started. If necessary, teacher will call students 
attention and ask them to focus on the words that are in bold. 
If more support is needed, teacher will call on a student to 
say the meaning in his/her own words (even if this means 
using in his/her own native language instead of English). 
Together, teacher, will help students put the prompt in 
his/her own words. Teacher will ensure to remind students 
that they can and should use ALL language features they 
have to make sense of the content. Then teacher will remind 
them that that is part of the purpose for the curriculum.  
 
 
Teacher will continue to circulate the room as students are 
writing. She/he will encourage students to use sentence 
starters if necessary.  
Hook  
and teaching 
point. “Today, we 
are going to 
learn…” 
 
10 
minutes 
Teacher will greet students to the class. Teacher will remind 
students the process to a timed-pair-share by projecting the 
instructions on the board:   
 
• Face your partner 
• Partner 1 shares as Partner 2 listens for 1 minute 
• Teacher says “switch” 
• Partner 2 shares writing as partner 1 listens for 1 
minute 
• Both partners should be ready to share what her/his 
partner has shared 
 
Teacher will circulate to make sure students are speaking to 
each other and fully listening. Teacher will call on students 
she is aware have been able to follow the sharing out 
protocol.  
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Teacher will explain that “Today, we are going to go in more 
detail to discuss bilingualism and how being bilingual, 
already knowing Spanish, can help you as you continue to 
become more proficient in using English.”  
 
Engage 
 
Guided Practice 
"We do" 
10 
minutes 
Teacher will explain that first she/he wants to get a sense of 
how students feel about their ability to use and employ both 
English and Spanish.  
 
Teacher will ask students to rate herself/himself on her/his 
ability to speak each language. Teacher will explain the 4-
point scale (4 I am completely capable and confident in my 
ability to communicate in only English/Spanish -1 I can try 
to speak English/Spanish but may at times end up giving up).  
 
Teacher will ask students to find a corner (1-4) to make 
visible her/his own assessment with each statement: 
• I have mastered Spanish at a level of: 
• I have mastered Spanish at a level of: 
 
After student have ended up at a corner of the room, students 
will be asked to talk with at least 2 other people why they 
chose that number. “What reasons do you have for choosing 
that level?” 
 
Teacher will explain that there is a practice that all bilinguals 
use: Translanguaging. Teacher will write it on the board. 
Teacher will explain that “translanguaging to some people 
sometimes looks like Spanglish because you use all your 
language knowledge in order to communicate and to 
understand. I think that if you begin to understand how you 
already use language and use that to accomplish tasks that 
may seem difficult because of the language barrier. This will 
be important because soon you will be going into 
mainstream classes rather than just being in ELD classes and 
I want you to know that you can be successful there too, as 
well as outside in other places where Spanish may not be the 
main language that is being used. Let’s start by using our 
knowledge of annotating to understand something difficult. 
In this case...let’s read this definition about translanguaging.” 
Mini Lesson 
(Modeling)  
"I do"   
15 Teacher will handout the quote about translanguaging. 
 
Teacher will read aloud and point out that when something 
complex is handed to her/him, she thinks about annotating. 
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Teacher will explain that annotation is when one can mark 
up the page with notes to help her/him better understand the 
text. Teacher will explain how if she/he is bilingual there is 
so much knowledge he/she comes with. “I start off by 
identifying what I already know. I know this will be about 
language, but I also have so much knowledge about English 
and Spanish. Therefore, I highlight what I already know. 
Words that I already know the meaning to because that is 
what my brain is looking for. Teacher models highlight 
“refers to the language practices” and “bilingual people”. 
Right above, teacher writes it in his/her own words but in 
Spanish. Then sums up aloud in Spanish after writing the 
text in English. Teacher points out that even as she/he is 
reading, her/his brain is working using all the knowledge, 
regardless of language, that will help her/him make sense of 
the text.  
Guided Practice 
"We do" 
 
15 
minutes 
Teacher reads the following 2 sentences and ask students to 
identifying what she/he already knows in pairs and write the 
words above. Teacher calls on 1-2 sets of partners to share 
out what he/she annotated as already knowing and then uses 
that information to “chunk aloud” explaining that 
“chunking” just means putting the ideas together in a quick 
sum.  Teacher will do this with the next sentence before 
releasing pairs to continue working together.  
  
Application of Knowledge 
Collaborative 
Learning  
“You do together” 
15 Students will continue working throughout the remainder of 
the quotation, and to write the definition at the bottom of the 
handout, using her/his own words.  
 
 
Independent 
Practice 
"You do" 
 
 
10 
Teacher will call on 1-2 students to share her/his definition. 
Students will, independently, answer the final question: How 
did we translanguage in our class today? What did we do that 
makes our classroom a translanguaging classroom? Give 
examples and use full sentences.  
Review & Assess 
Conclusion 
“Wrap up the 
learning” 
5 Teacher will call on a student to share his/her response with 
the whole class.  
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Translanguaging: Definition 
Definition: 
Translanguaging refers to the language practices of bilingual people. If you’ve ever been present 
in the home of a bilingual family, you will notice that many language practices are used. 
Sometimes the children are speaking one language, and the parents another, even to each other! 
Often both languages are used to include friends and family members who may not speak one 
language or the other, and to engage all. If a question is asked, and someone gets up to consult 
Google for the answer, family members write in the search box items in one or another 
language, and often in both, to compare answers from different sites. In an English-Spanish 
bilingual home the television might be tuned into an English-language channel, while the radio 
may be blasting a Spanish-language show. But if you listen closely to the radio program, you 
will notice that the call-ins are not always in Spanish. Sometimes they’re in English only, with 
the radio announcer negotiating the English for the Spanish-speaking audience... Indeed, what is 
taking place in this bilingual family, their flexible use of their linguistic resources to make 
meaning of their lives and their complex worlds, is what we call translanguaging (Garcia, O. 
2012).  
 
In your own words: 
 
 
What does it look like? 
In our class it looked like… 
 
 
An example of Translanguaging is when… 
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Lesson Elements Time Teacher & Student Actions 
Hook 
Do First(Activate 
Background 
Knowledge) 
7-10 
minutes 
Teacher will welcome students into the classroom and post the 
Quickwrite prompt in the front of the class so that students are 
aware of what they are responding to. The prompt is below: 
 
What is “Spanglish”? Why is Spanglish something that is 
seen negative by others? By Who? Why? Why is Spanglish 
something that could be positive for people to use?  
 
 
Lesson Week: 1     Day:  2   
Topic: Translanguaging and Power  
Time: 90 minutes 
Purpose of Lesson:  Meaningful Activity 
English Language Development Standard:  
 
Collaborative- 
1. Exchanging information and ideas with others through oral 
collaborative discussions on a range of social and academic 
topics. 
 
Interpretive- 
6. Reading closely literary and informational texts and viewing 
multimedia to determine how meaning is conveyed explicitly and 
implicitly through language. 
 
• Timed Pair 
Share(s) 
• Reading Pairs 
Learning Target (Student Friendly):  
 
I can reflect on my view of language and bilingualism.  
• Quickwrite #1 
Vocabulary:  
• Language 
• Bilingualism 
• Spanglish 
 
Materials/Resources/Text:  
• Article on NBCNEWS.COM: “Love it or hate it, 
Spanglish is here to stay — and its good exercise for your 
brain” 
o https://www.nbcnews.com/news/latino/love-it-or-
hate-it-spanglish-here-stay-it-s-n859211 
• Handout/Worksheet: Notice and Note Nonfiction 
Questioning Stance 
 
Homework: 
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Sentence starters:  
I think Spanglish is… 
I think others do not like it when people use Spanglish 
because… 
I think using Spanglish can be positive because... 
 
As students are writing, teacher will ensure that they are able to 
access the prompt by looking for students who may struggle to 
get started. If necessary, teacher will call students attention and 
ask them to focus on the words that are in bold. If more support 
is needed, teacher will call on a student to say the meaning in 
his/her own words (even if in his/her own native language). 
Together, teacher, will help students put the prompt in his/her 
own words.  
 
Teacher will continue to circulate the room as students are 
writing. She/he will encourage students to use sentence starters 
if necessary.  
 
Hook  
and teaching 
point. “Today, 
we are going to 
learn…” 
 
10 
minutes 
Teacher will greet students to the class and explain that before 
going over the purpose for the class she/he will have students 
share his/her ideas. Teacher will explain that this practice of 
sharing writing will be a norm for this unit. Teacher will 
explain to students how to do a pair share: 
• Face your partner 
• Partner 1 shares as Partner 2 listens for 1 minute 
• Teacher says “switch” 
• Partner 2 shares writing as partner 1 listens for 1 minute 
• Both partners should be ready to share what her/his 
partner has shared 
 
Teacher will call on 2 students to share out. Teacher will 
reinforce: 
 
“Today we are going to continue thinking about how we use 
language, how others see it, as well as reflecting on how we 
see our own use of language.” 
Engage 
Mini Lesson 
(Modeling)  
"I do"   
 
15 
minutes 
Teacher will explain to students that there are 3 essential 
questions to keep in mind as a reader reads nonfiction texts: 
• What surprises me as I read? 
• What does the author think I already know? 
• What challenged/changed/confirmed my view on the 
topic? 
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“Therefore, today we are going to be highlighting anything that 
stands out to us as we read. A strong line. We will stop to put 
the sections in our own words since that will help us capture 
what we read. We will be writing questions on the margins if 
we feel we need more information to understand. Also, at the 
end we are going to ask ourselves what does this article make 
us think about Spanish, English, Language, or Bilingualism. 
Even though this article may seem difficult, just like yesterday, 
we are going to be using our WHOLE knowledge of language 
and reading by annotating as we read.”  
 
Teacher will read the first paragraph and model for students 
how to use a questioning stance to guide annotation.  In 
particular, teacher will focus on highlighting and “chunking” 
the first paragraph. Teacher will do the same with the second 
section. This will be done using a document camera so that 
students can follow along. Teacher will explain that  
 
Guided Practice 
"We do" 
 
10 
minutes 
Students will follow along with teacher as she reads the next 
section. Teacher will pause and ask for students to choose a 
partner who will summarize and a partner who will underline a 
line that stands out (strong line). Teacher will call on 1-2 
partners to also recap using the document camera. Then, 
teacher will have students continue working in pairs.  
 
Application of Knowledge 
Collaborative 
Learning  
“You do 
together” 
25 
minutes 
Students will work in pairs to read the article. On the board, 
teacher will project: 
• 1st partner reads and summarizes aloud 
• 2nd partner highlights strong line and/or asks a question 
on the margins 
Teacher walks around, circulates, to help pairs of students who 
may struggle or to help students check her/his understanding as 
necessary.  
 
 
Independent 
Practice 
"You do" 
 
15 
minutes 
 
Students will answer the handout with the 3 nonfiction 
questions on the backside. Sentence starters are included for 
those that may need them.  
Review & Assess 
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Conclusion 
“Wrap up the 
learning” 
10 
minutes 
Students will join into groups of 4 and share his/her response to 
the essential question: 
 
What did this make me confirm or think about language and 
how I use it?  
 
Teacher will do a final conclusion: Language is a way we 
communicate but also a way that helps us be seen or show our 
whole selves to the world. Tomorrow we will talk a little more 
about how your language makes you show and be seen in the 
world.  
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Notice and Note: Questioning Stance 
 
 
Article	Title:	____________________________________	
 1)	What	surprises	you? 
The	author	surprises	
me	when	he/she	
states… 
 
The	author	caught	my	
attention	when… 
 
 
 
 
 
 
 
 
 
 
 
 
 
2)	What	did	the	author	think	you	already	knew? 
The	author	assumes	
that	I	am	familiar	
with… 
 
In	order	to	fully	
understand	this	
reading,	I	need	to	know	
more	about... 
 
 
 
 
 
 
 
 
 
 
 
3)	What	changed,	challenged,	or	confirmed	what	you	already	knew? 
The	author	changed	my	
point	of	view	about… 
 
Before	reading	this	
article	I	thought	____	
but	now	I	see	that… 
 
The	author	confirmed	
what	I	already	knew	
when	he/she	states… 
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Lesson Elements Time Teacher & Student Actions 
Hook 
Do First(Activate 
Background 
Knowledge) 
15 
minutes 
 
Teacher will greet students at the door and give each student 
a handout with a short excerpt from “How to Tame a Wild 
Tongue” by Gloria Anzaldua. Students will try to annotate in 
order to make sense of the reading and answer the question at 
the bottom of the handout (What was Gloria Anzaldua’s 
experience with language?).  
 
Lesson Week: 1     Day: 3   Topic: Reflection Essay Time: 90 minutes 
Purpose of Lesson:  Meaningful Activity 
English Language Development Standard:  
 
Collaborative- 
1. Exchanging information and ideas with others through oral 
collaborative discussions on a range of social and academic 
topics. 
 
Productive- 
12. Selecting and applying varied and precise vocabulary and 
other language resources to effectively convey ideas. 
 
 
• Timed Pair 
Share(s) 
• Essay exemplar 
review 
 
Learning Target (Student Friendly):  
 
I can reflect on my own experience with language and 
communicate that to others using the essay structure.  
 
• Quickwrite #3 
Vocabulary:  
• Power 
• Reflection 
• Essay 
 
Materials/Resources/Text:  
 
• Quickwrite Prompt 
• Reflection Essay prompt 
• Essay Outline 
• Example Essay 
Homework/Reinforcement/Improvement:   
 
• Finish your whole essay outline.  
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Teacher will circulate the room to help students break down 
the text individually. Teacher will remind students of her/his 
annotation practice from the previous lessons.  
 
Teacher will ask students to turn to a partner in order to share 
out his/her answer to the question. After, teacher will ask 2-3 
students to summarize the reading aloud. Also, to share out 
his/her own response to the question. Then, teacher will ask 
students to share out how they used their knowledge of 
Spanish, reading, or language in general to understand the 
reading better. Teacher will point out that when they are in 
mainstream classes or spaces, they may not always be 
prompted to use their prior knowledge but that they should 
always do so. 
 
Hook  
and teaching 
point. “Today, we 
are going to 
learn…” 
 
15 
minutes 
“The purpose of today is for you to reflect on how language 
knowledge or thereof has impacted your life. We will start 
with a quick brainstorm as you connect with the reading by 
Gloria Anzaldua. Anzaldua discusses how her language often 
made others look down upon her or created conflicts for her. 
In a Quickwrite I want you to think both of positive and 
negative experiences you have had with language. “Teacher 
will post up the Quickwrite prompt so that it is visible to 
students.  
 
Quickwrite 3: 
Write about a positive experience where your language 
benefited you or about a negative experience where knowing 
a language or not knowing negatively affected you. Where 
did this event take place? Who was involved? What 
happened? How did language cause this event to unfold? 
 
Sentence Starters: 
 
A positive/negative experience I had with language was in… 
Since I knew /did not know English/Spanish, I… 
In this case … 
This was caused by my knowledge or lack of knowledge of 
English/Spanish because… 
 
Engage 
Mini Lesson 
(Modeling)  
"I do"   
 
15 
minutes 
Teacher will show students an example essay. Teacher will 
read aloud as students follow along. Then teacher will “tap” 
on students who she/he wants to reread parts of the essay so 
that students practice reading aloud. Teacher will point out 
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how reading fluency is built through being able to hear the 
sounds/pronunciation of words by a more expert reader. 
“Thus, when a reader is reading it is important that you are 
following along so that you are able to make connection 
between the words and how it is pronounced. This will help 
you build your reading fluency so you struggle less with how 
to say words and focus more on the meaning, instead.” 
 
Teacher will then ask students to write an answer to the 
question in 1-2 sentences and then think of examples they 
might use to support the statement. This will be done in the 
“brainstorm” section of his/her prompt handout.  
 
Guided Practice 
"We do" 
 
5 
minutes 
 
Students will share her/his response and examples with a 
partner. Teacher will instruct students when to switch 
partners (after 1 minute).  
Mini Lesson 
(Modeling)  
"I do"   
 
15-20 
minutes 
Teacher will then show students an example essay and 
explain to students that this is an example of the structure of 
an essay that they will follow. Teacher will explain that the 
first part of an essay, first paragraph, is called an introductory 
paragraph and that this paragraph is meant to introduce the 
topic and claim. Teacher will explain that the 1-2 sentences 
that answer the prompt is considered the thesis/main claim 
and guides the whole essay.  
 
Teacher guides students through reading the first paragraph 
of an essay and identifies the 3 parts (hook, background 
information, and thesis/main claim). Teacher will follow this 
process with the body paragraph (Topic sentence, 
introduction to evidence, evidence, analysis, introduction to 
evidence, analysis, so what?) and the conclusion paragraph. 
Teacher will remind students the purpose of the essay and 
help them identify what content should make it into each 
section.  
 
Application of Knowledge 
Independent 
Practice 
"You do" 
 
20 
minutes 
Students will use the essay outline template to build his/her 
own essay. Students will insert claim/thesis in correct parts 
of document before proceeding to fill out rest of outline.  
Review & Assess 
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Conclusion 
“Wrap up the 
learning” 
5 Teacher will remind students that they must wrap up the 
Introductory, Body paragraph, and Conclusion paragraph.  
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Reflection Essay Prompt 
 
Prompt: 
 
Write a complete 3-5 paragraph essay that includes introduction, body, and conclusion 
paragraphs. This essay will be a reflective piece where you discuss the role language has 
played in shaping your experience in the United States. In order to support your argument, you 
must use concrete examples from your own lives. This will be drafted up by using the work 
done from previous Quickwrite tasks throughout the course of the previous lessons. 
 
 
 
Brainstorm:  
 
1. What is your answer or thoughts in response to this prompt? 
 
 
 
 
 
 
2. What examples from your life can you use to prove this? 
 
 
 
 
 
 
 
3. How many different reasons do you have to support this? How many paragraphs will you 
need? What will they be about? 
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Example Essay 
 
Do you ever think about how your life journey changes directions? I was originally born 
in Oaxaca, Mexico. My parents migrated to the United States when I was three years old and 
brought me along with them. Although I was raised in the United States, my first language 
spoken was Spanish. Even today, the language that my parents and I communicate in is Spanish. 
Yet, the language I feel more confident in and that I use most consistently, is English. Although, 
I primarily use English, Spanish has been a language that has kept me connected to a wider 
community and my home culture.  
 Since I only spoke and understood Spanish when I first entered public school, It was the 
language I used to build my first connections. Not being fluent or able to use English made me 
feel more comfortable with other Spanish speakers. My best friends Ive, and Lety were students 
who also only spoke Spanish. We spent recess and lunch together and built a strong foundation 
of friendships with other students who were in a similar situation. Eventually, we learned English 
and gained more friends. However, this friendship I built with Lety and Ive remained strong for 
the rest of my public school experience. If we had not spoken the same language, I don’t think 
we would have had the same type of friendship. Speaking a different language than most of the 
adults who taught me during elementary school often  made me feel disconnected.  I remember 
being in third grade, when I had my first Spanish speaking teacher. Automatically, I went home 
feeling more excited about school. I still remember talking to my friends, who had other 
teachers, about how fun it was to be able to sing songs in Spanish. This was the first time I felt 
really connected to any individual adult. 
 Spanish as my language of communication that I mastered first, helped me also master 
building my first positive relationships. Even though it was hard not knowing English at first, the 
minute I was exposed to and given the opportunity to build community with other Spanish 
speakers, I began to have more positive experiences with schooling. Not knowing English closed 
some doors, but knowing Spanish opened some other doors too. I now know two languages and 
my community has grown too. 
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Essay Outline 
Introductory Paragraph 
Part 1: Hook- A question, statement, or quote to grab the author’s attention and 
lead into the topic of your essay.  
 
 
 
Part 2: Background Information (What are some important facts, definitions, 
characters to know before reading your paper? Who or what does the reader need to 
know about in order to fully understand your essay? (Mention title, author, 
characters, etc.) [Somebody, Wanted, But, So, Then] 
 
 
 
 
 
 
 
 
 
 
Part 3: Main Claim (Thesis): What is your main point in this essay? This is the 
answer to the prompt and what you will prove.  
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Body Paragraph 1 
Subclaim (Topic Sentences- what this paragraph will prove): 
 
Intro to Evidence: 
 
Evidence: 
 
 
Analysis: 
 
 
 
Intro to Evidence: 
 
Evidence: 
 
 
Analysis: 
 
 
 
So What?: 
 
	 23	
Concluding Paragraph  
 Part 1: Restate your claim (Write your main claim/thesis in a new way). 
 
Part 2: Sum up the key points you made.  
 
 
 
 
 
 
 
Part 3: Call to action. What is some advice or suggestion/lesson you can 
leave the reader with? 
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Lesson Week: 1     Day:4    Topic: Essay Feedback  and 
Revision 
Time: 90 minutes 
Purpose of Lesson:  Meaningful Activity 
English Language Development Standard:  
 
Collaborative- 
1. Exchanging information and ideas with others through oral 
collaborative discussions on a range of social and academic 
topics. 
 
Productive- 
12. Selecting and applying varied and precise vocabulary and 
other language resources to effectively convey ideas. 
 
 
• Writing Circle 
• Essay  
Learning Target (Student Friendly):  
 
I can collaborate with others to ensure my argument is clear 
when conveyed in a written piece.  
 
• Writing Circle 
• Feedback Protocol 
 
Vocabulary:  
• Feedback 
• Collaboration 
 
Lesson Elements Time Teacher & Student  Actions 
Hook 
Do First(Activate 
Background 
Knowledge) 
20-25 
minutes 
Students will be greeted at the door and then begin typing 
his/her essay using a computer. Students will do this so that it 
will be easier to read and as a way of “catching” his or her 
mistakes when typing.  
 
Hook  
and teaching 
point. “Today, we 
are going to 
learn…” 
 
10 
minutes 
Teacher will explain to students that “The purpose of today is 
to collaborate with peers in order to ensure that your final 
draft of your essay meets the standards for an academic 
paper. First, you will revise your own work using a checklist, 
and second you will share your writing with others in order to 
get feedback.” 
Engage 
Materials/Resources/Text:  
• Feedback Protocol Handout  
• Post-It notes 
 
Homework/Reinforcement/Improvement:   
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Mini Lesson 
(Modeling)  
"I do"   
 
8-10  
minutes 
Teacher will hand students the “writer’s checklist” and 
“feedback protocol” form. First, teacher will read the various 
bullet points and show students, model using a peer’s work 
(projected on the board), how one would use the writer’s 
checklist. Teacher will model going through each bullet point 
to catch mistakes. Teacher will have students only focus on 4 
bullet points, specifically, by making students highlight those 
bullet points.  
 
Guided Practice 
"We do" 
 
15-20 
minutes 
Teacher will guide students through bullet points. Asking 
students to focus on 1 bullet point at a time. Teacher will ask 
students to check off bullet point after she/he has read 
through the whole document to ensure she/he has not missed 
any of the writing features.  
Application of Knowledge 
Collaborative 
Learning  
“You do together” 
35 
minutes 
Students will be instructed, by teacher, how to do a writing 
circle: 
1. Group member shares his/her writing 
2. Other group members write on post-it note: 
a. Claim in his/her own word (what is the 
argument? Main point of his/her essay?) 
b. Evidence-- how does the writer prove his/her 
claim? Does she/he? Explain why or why not 
3. Group members share response and hand post it notes 
to partner 
4. Repeat the process.  
5. Each group member writes his/her next step 
 
Independent 
Practice 
"You do" 
 
 
10-15 
minutes 
Students go back to own document to make edits as 
necessary based on his/her “feedback protocol” form.  
Review & Assess 
Conclusion 
“Wrap up the 
learning” 
5 
minutes 
Teacher will remind students to turn in work (printed or 
through online format).  
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Writer’s Checklist 
 
   Capitalize first letter of sentences, “I”, and proper nouns (names of people, 
places, etc.).  
    Indent at the beginning of paragraphs. 
    Period at the end of complete sentences.  
    Question marks when asking questions.  
    Write legibly and read your work prior to turning it in.  
    Commas: when listing items, before FANBOYS, and to denote a pause.  
   Quotation marks: when using dialogue, when quoting someone else’s words, 
around titles of chapters, articles, short stories, etc.  
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Feedback Protocol Handout 
 
As I read my essay aloud to others, I realized… 
 
 
 
 
 
 
 
 
My peers said: (attach post it notes here) 
 
 
 
 
 
 
 
 
Based on this, I know that my argument is clear/ is not clear.  Therefore, my next step is to: 
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Vocabulary:  
• Asset 
 
 
Lesson Elements Time Teacher & Student Actions 
Hook 
Do First(Activate 
Background 
Knowledge) 
10-15 
minutes 
Students will be greeted at the door by teacher and will begin 
working on Quickwrite prompt below: 
 
Quickwrite #4: 
 
The word “Asset” means something useful or valuable about 
a person or thing.  
Think about all the assets that you have: 
• What knowledge or ability do you have that helps you 
communicate with others? 
Lesson Week: 2    Day:1    Topic: Community Wealth and 
Linguistic Capital 
Time: 90 minutes 
Purpose of Lesson:  Meaningful Activity 
English Language Development Standard:  
 
Collaborative- 
1. Exchanging information and ideas with others through oral 
collaborative discussions on a range of social and academic 
topics. 
 
 
Productive- 
12. Selecting and applying varied and precise vocabulary and 
other language resources to effectively convey ideas. 
 
 
• Timed Pair Share(s) 
• Steps Up Activity 
• Wealth to Capital 
Graphic Organizer 
Learning Target (Student Friendly):  
 
I can reflect on my own sources of wealth and how it can be 
transformed into capital when in academic settings.  
 
• Quickwrite #4 
Materials/Resources/Text:  
• Step up Statements (for activity) 
• Wealth to Capital Graphic organizer 
• Quickwrite Prompt 
 
Homework/Reinforcement/Improvement:   
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• Who are the valuable or helpful people in your life? 
How do they help you? 
• What habits, traditions, or expectations have you been 
handed by your family or community? How has this 
helped you be successful in life or in school? Explain.  
 
Hook  
and teaching 
point. “Today, we 
are going to 
learn…” 
 
10 
minutes 
Teacher will have students turn to each other in order share 
his/her Quickwrite. Students will take turns sharing for 1 
minute, the listener will say thank you to the speaker, before 
teacher prompts students to “switch” so that the listener is 
now sharing his/her Quickwrite. 
 
Teacher will explain to students “Today we are going to 
focus on defining the different types of “wealth” we currently 
have and how we can turn that into capital or “money” that 
we can use in an academic classroom. Very soon you all will 
be in mainstream classrooms where your teacher may not 
speak the language that you speak and where the material 
will be delivered in only English. It’s important for you to 
recognize what you already have that is valuable, an asset, 
and how you can use that to also succeed in those classes. 
First, can someone explain what is wealth? Teacher will 
prompt students “riqueza, wealth, what does that mean?” 
After prompting students, teacher will explain that “wealth is 
the accumulated goods, valuables, that one has that she/he 
has been building on. It is passed on or built upon. That’s 
why it’s wealth.” 
 
Engage 
Guided Practice 
"We do" 
 
15 
minutes 
Teacher will have students do the “Wealth Walk” activity 
where each student will be asked to step back or step forward 
based on the statements read aloud by teacher.  After, 
students will be asked to think about the symbolism of taking 
steps forward versus backwards. In particular, teacher will 
point out to students that “each statement was supposed to 
capture something valuable and when he has access to that 
we are positively impacted because it also affords us 
opportunities.”  Teacher will ask students to point out what 
they noticed about what kinds of “valuables” were 
mentioned.  
• Are these things we usually think will help us in the 
future? Why or Why not? 
• What is an example of something you agree is helpful 
for your lives and achieving what you want for 
yourself? 
	 30	
• What is an example of something you think is 
surprising and you didn’t expect could contribute to 
your success? 
Mini Lesson 
(Modeling)  
"I do"   
 
15 
minutes 
Teacher will explain that “similar to how you use the 
knowledge of Spanish when trying to make sense of English 
and to communicate with English speakers or speakers of 
other language. There are ways you can use the wealth you 
bring from your culture, ethnic culture, youth culture, to help 
you succeed in academic settings. Today, we are going to 
brainstorm how we can turn our wealth into capital, 
knowledge and skills we can use in the classroom” 
 
Teacher will model using the Wealth to Capital handout by 
using “linguistic wealth” as a way to go through the process 
of identifying how this can be turned into capital to use in the 
classroom or to support academic progress.  
 
Application of Knowledge 
Collaborative 
Learning  
“You do together” 
15 
minutes 
Teacher will ask students to work with a partner in order to 
identify the next type of wealth for both students to explore, 
together. Teacher will walk around as students work together.  
 
 
Independent 
Practice 
"You do" 
 
 
25 
minutes 
Students will continue identifying the types of wealth he/she 
recognizes and begin to explore how to transform it into 
capital. Teacher will stop students as necessary in order to 
project students’ examples that are showing a proficient 
break down of how one can transform the wealth into capital. 
If necessary teacher will provide the following topics to 
explore: 
• Traditions 
• Knowledge of Social Media 
• Knowledge and experience with video games 
•  
Review & Assess 
Conclusion 
“Wrap up the 
learning” 
5 
minutes 
Teacher will ask students to do a quick “whip around” to 
share the first box (topic he/she explored) and how it could 
be used as capital (practical application) in academic settings.  
 
Teacher will tell students that they will explore more of their 
community wealth in the following class.  
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Step Up Activity Statements 
 
1. Take one step forward if …you have knowledge of a language you can use to communicate 
with your family members.  
 
2. Take one step forward if…you have strong work habits and do not fear what can be 
considered “hard work”.   
 
3. Take one step forward if…. mentors or adults in your family remind you of goals or dreams 
that you can reach. 
 
4. Take one step forward if…. people in your family or community remind you of the  
importance of education on a daily basis.  
 
5. Take one step forward if …. you know how to  cook or prepare a meal for yourself or others.  
 
 6. Take one step forward if….you know how to read and write in more than one language.  
 
8. Take one step forward if….you know how to use public transportation.  
 
 9. Take one step forward if ….you know where to access local community clinics, legal 
services, or other resources.  
 
10. Take one step forward if…you have a friend group that also values your success, and helps 
you figure out problems or reach your goals. 
 
11. Take a step forward if …you have a positive or strong relationship with an adult  in your 
school setting. 
 
12. Take a step forward if…you have seen family struggle or face challenges but move past it. 
 
13. Take a step forward if…you know how to use technology (computer, cell phone, etc.).  
 
14. Take a step forward if…you have struggled academically but still found motivation to make 
it to class today. 
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Wealth to Capital 
 
 
 
Identify Wealth Description of Wealth Capital Application 
Wealth (The value you 
possess because it was 
handed to you by others 
of your community 
What has this wealth 
allowed you to know 
about the world or do out 
in the world? 
What part of this 
knowledge can be 
used in the 
classroom? 
How can this knowledge or 
experience help you in the 
classroom or in school? In 
what type of situation? 
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Lesson Week: 2     Day: 2   Topic: Interview Preparation 
 
Time: 90 minutes 
Purpose of Lesson:  Meaningful Activity 
English Language Development Standard:  
 
Collaborative- 
1. Exchanging information and ideas with others through oral 
collaborative discussions on a range of social and academic 
topics. 
 
Interpretive- 
6. Reading closely literary and informational texts and viewing 
multimedia to determine how meaning is conveyed explicitly 
and implicitly through language. 
 
Productive- 
12. Selecting and applying varied and precise vocabulary and 
other language resources to effectively convey ideas. 
 
 
• Timed Pair 
Share(s) 
• Notes 
Learning Target (Student Friendly):  
 
I can develop questions that will help me draw meaningful 
conclusions and information from someone in my community.  
 
• Example 
presentation 
• Quickwrite #5 
 
Vocabulary:  
• Interview 
 
 
 
Lesson Elements Time Teacher & Student Actions 
Hook 
Do First(Activate 
Background 
Knowledge) 
10 
Minutes 
 
Teacher will greet students and project or post the 
Quickwrite so students can commence immediately 
 
Quickwrite #5: 
What are the steps you should take when you are given a 
written task that is given to you in a class? What should you 
Materials/Resources/Text:  
 
• Interview and Presentation 
Guidelines  
• Interview Project Preparation 
handout 
• Presentation Example 
 
Homework/Reinforcement/Improvement:   
 
• Interview community member and 
come ready with notes to create a 
presentation 
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do to understand the task? How will this help you in your 
various classes?  
 
Teacher will circulate around to remind students to focus on 
the bold/underlined words if they are confused on the 
prompt.  
Hook  
and teaching 
point. “Today, we 
are going to 
learn…” 
 
15 
minutes 
Teacher will ask students to turn to a partner to share his/her 
responses and add notes to their own if necessary. Then, 
teacher will ask students to share his/her response and then 
actually write some suggestions on the board. Teacher will 
make sure that some of these key points make it on to 
students notes/notebook: 
 
 
Teacher will point out that today students will have their 
final assignment for the unit. Teacher will remind students 
that the point of this unit was to show students how their 
already existing knowledge, experiences, and skills can help 
them in their future academic endeavors.  Teacher will ask 
students to read the assignment description with guidelines 
and to take the steps as they designated on the Quickwrite.  
 
 
 
Engage 
Mini Lesson 
(Modeling)  
"I do"   
 
20 
minutes 
 Teacher will give students an example of the community 
cultural wealth presentation and ask students to identify the 
elements for each slide. What must each slide include? 
Guided Practice 
"We do" 
 
15 
minutes 
Students will take notes on the presentation so as to identify 
the elements of the presentation that they will have to 
replicate.  Students will stop throughout the slide to discuss 
with a partner and jot down information/notes in his or her 
own words about what content is necessary to include in the 
presentation. Teacher will guide students through this by 
asking them to turn to partners and share what he/she will be 
writing in his/her notes.  
 
Application of Knowledge 
Collaborative 
Learning  
“You do together” 
20 
minutes  
Students will work together to create questions to ask a 
community member when conducting the interview.  
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Independent 
Practice 
"You do" 
 
 
10 
minutes 
 
Students will write a short description of a community 
member she/he will interview, reason for choosing this 
person, and the questions he/she plans to ask them.  This will 
be done using the “Interview Project Preparation” 
handout.  
Review & Assess 
Conclusion 
“Wrap up the 
learning” 
5 Teacher will remind students of the task to be completed for 
the next class session.  
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Presentation Project Description 
 
 
For your final project in this unit, you will create a 6-10-page slideshow using google 
presentation as visual aid to give an oral presentation about a family member or community 
member of your choice. This presentation will discuss the community member’s identity, his/her 
interests, migration story, and the findings about how or what already existing knowledge or 
experience helped this community member overcome struggles. As a conclusion, the you must 
explain what you learned about the importance of being able to use one’s own wealth to 
navigate the world.  
 
 
Presentation Minimum Requirements: 
• Minimum of 7 slides 
• 5-8 minutes length (total presentation) 
• Professional font and color scheme 
•  Use of visual examples (screen shot, picture, scan, etc) when referencing work 
• Use of 2 examples of personal work (1 from earlier in the year and the other more recent) 
• Final Presentation Week:______ 
 
  
	 37	
Interview Project Preparation 
 
 
Who is a person in your family or community who migrated to the United States?  
 
 
 
 
 
 
 
 
 
 
Why would this person be someone you would want to interview? What do  you know about this 
person that would make them a perfect subject for this project? 
 
 
 
 
 
 
 
 
What questions can you ask this person to learn more about their background? 
•   
•   
•   
•   
•   
What questions can you ask this person to learn more about his/her struggles in the United States 
and how he/she overcame them? 
•   
•   
•   
•   
 
What can you ask this person to get them to reflect on what background knowledge, or 
experience helped him/her? 
•   
•   
•   
•   
•   
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Lesson Week: 2     Day: 3   Topic: Designing and Preparing 
Presentations  
Time: 90 minutes 
Purpose of Lesson:  Meaningful Activity 
English Language Development Standard:  
 
Collaborative- 
1. Exchanging information and ideas with others through oral 
collaborative discussions on a range of social and academic topics. 
 
Interpretive- 
6. Reading closely literary and informational texts and viewing 
multimedia to determine how meaning is conveyed explicitly and 
implicitly through language. 
 
Productive- 
12. Selecting and applying varied and precise vocabulary and other 
language resources to effectively convey ideas. 
 
 
• Timed Pair 
Share(s) 
• Annotating 
interview notes 
 
Learning Target (Student Friendly):  
 
I can use a visual aid to organize ideas that I will cover in an oral 
presentation.  
• Google Slides 
• Quickwrite #6 
 
Vocabulary:  
• Slide 
• Title 
• Details/content 
 
 
 
Lesson Elements Time Teacher & Student Actions 
Hook 
Do First(Activate 
Background 
Knowledge) 
10 
minutes 
Students will respond to Quickwrite #6 as a way to begin 
designing and preparing his/her presentations.  
 
Quickwrite #6: 
What elements or items make a good presentation slide? 
What do you know you have to include to make a slide 
interesting or appealing to the audience? What do you want 
Materials/Resources/Text:  
• Chromebooks (or access to computers) 
• Quickwrite #6 
• Example slide show (created by 
teacher) 
Homework/Reinforcement/Improvement:   
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to make sure you avoid including in a slide if it is going to 
actually attract the attention of audience members? 
 
Hook  
and teaching point. 
“Today, we are 
going to learn…” 
 
10 
minutes 
Teacher will have students turn to a partner and share out 
his/her response to the Quickwrite. Teacher will call on 
volunteers to write on the board. Teacher wants to pay close 
attention to communicating the expectation that all students 
will use color combinations that won’t be too bright, contrast 
background with color of fonts, legible fonts and font sizes, 
details using bullet points, and including images in addition 
to text.  
Engage 
Mini Lesson 
(Modeling)  
"I do"   
 
15 
minutes 
Teacher will model for students how to go through her/his 
notes, using highlighter, identify details that should make it 
on a slide. Teacher will model going from the interview 
notes, to the slide by giving the slide a title and modeling 
how to shorten up information.  
 
Guided Practice 
"We do" 
 
10 
minutes 
Teacher will read a new section of notes from the interview 
she/he conducted. Teacher will call on several students to 
share what parts of the next interview question teacher 
should put on his/her slide.  
Application of Knowledge 
Collaborative 
Learning  
“You do together” 
15 
minutes 
Students will work in pairs to identify what information 
should go on the slides by using a highlighter like the model.  
 
Independent 
Practice 
"You do" 
 
 
30 
minutes 
Students will work independently to build his/her slideshow 
using features for customization to personalize it.  
Review & Assess 
Conclusion 
“Wrap up the 
learning” 
2 
minutes 
Teacher will remind students that presentations will be 
tomorrow and they should push themselves to engage in a 
bilingual presentation so that they can use their full linguistic 
repertoire.  
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Lesson Week: 2     Day: 4  Topic: Community Cultural 
Wealth and Capital Presentation 
Time: 90 minutes 
Purpose of Lesson:  Meaningful Activity 
English Language Development Standard:  
 
Collaborative- 
1. Exchanging information and ideas with others through oral 
collaborative discussions on a range of social and academic 
topics. 
 
Productive- 
12. Selecting and applying varied and precise vocabulary and 
other language resources to effectively convey ideas. 
 
 
• Presentation 
Learning Target (Student Friendly):  
 
I can use my full linguistic repertoire to communicate ideas to my 
peers.  
• Presentation 
 
Vocabulary:  
• repertoire 
 
 
Lesson Elements Time Teacher & Student Actions 
Hook 
Do First(Activate 
Background 
Knowledge) 
5 
minutes 
Teacher will welcome students and write their own name on 
the “audience member” section of each card given to them.  
Hook  
and teaching point. 
“Today, we are 
going to learn…” 
 
10 
minutes 
Teacher will explain that the purpose of these cards is to 
give each person feedback for the presentations they will 
give today. However, before we present you will practice 
presenting at least 1 slide of your presentation to a partner.  
Application of Knowledge 
Collaborative 
Learning  
“You do together” 
10 
minutes 
Students will take turns sharing his/her presentation slide of 
choice with a partner.  
Materials/Resources/Text:  
• Feedback cards (multiple copies per 
student) 
Homework/Reinforcement/Improvement:   
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Independent 
Practice 
"You do" 
 
 
60 
Student presentations  
Review & Assess 
Conclusion 
“Wrap up the 
learning” 
5 Teacher will give positive recognition for all students and 
wrap up by reminding students that they have skills and 
knowledge that they can depend on. They will be in content 
classes and may sometimes be intimidated by the language 
but students should remember not only that they have 
valuable knowledge but problem solve how to employ that 
already existing knowledge and skills in order to make sense 
and participate in any setting.  
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Presenter Feedback Card 
	
Audience Member (Your name): ___________________ Presenter Name: _________________	
 
From this presentation, I learned that:  
 
 
 
 
 
I think the presenter’s area of strength was: 
 
 
 
 
Presenter Feedback Card 
 
Audience Member (Your name): ___________________ Presenter Name: _________________ 
 
From this presentation, I learned that:  
 
 
 
 
 
I think the presenter’s area of strength was: 
 
 
 
Presenter Feedback Cards 
 
Audience Member (Your name): ___________________ Presenter Name: _________________ 
 
From this presentation, I learned that:  
 
 
 
 
 
 
I think the presenter’s area of strength was: 
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Presenter Feedback Card 
	
Audience Member (Your name): ___________________ Presenter Name: _________________	
 
From this presentation, I learned that:  
 
 
 
 
 
I think the presenter’s area of strength was: 
 
 
 
 
Presenter Feedback Card 
 
Audience Member (Your name): ___________________ Presenter Name: _________________ 
 
From this presentation, I learned that:  
 
 
 
 
 
I think the presenter’s area of strength was: 
 
 
 
Presenter Feedback Cards 
 
Audience Member (Your name): ___________________ Presenter Name: _________________ 
 
From this presentation, I learned that:  
 
 
 
 
 
 
I think the presenter’s area of strength was: 
 
	
	
